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Abstract	Recent	debates	have	judged	teachers	inadequate	in	terms	of	personal	
literacy	knowledge	(PLK),	a	term	used	by	government	and	policymakers	but	neither	defined	nor	explained	in	detail.		This	judgement	is	problematic	for	initial	teacher	education	(ITE).		It	raises	questions	about	teacher	literacy	in	relation	to	established	understandings	of	literacy	and	professional	knowledge,	current	provisions	of	literacy	knowledge	within	programs,	and	provision	of	personal	literacy	knowledge	as	a	newfound	problem,	or	one	historically	ongoing.		The	judgment	has	gained	greater	significance	with	Australia’s	mandatory	literacy	test	for	pre-service	teachers.	My	study	addresses	provision	of	personal	literacy	knowledge	in	ITE	programs.		The	uncertainty	of	this	conceptualisation	challenged	me	to	determine	its	nature	and	its	provision	in	ITE,	currently	and	historically.		This	qualitative	case	study	used	two	sample	ITE	programs,	current	and	historical,	as	data.		Extended	literature	reviews	explored	conceptualisations	of	literacy	and	origins	of	personal	literacy	knowledge,	fundamental	to	determining	what	counted	as	personal	literacy	knowledge	in	the	data.		A	conceptual	framework,	drawing	on	Shulman	(1986,	1987),	categorised	teachers’	literacy	knowledge.		This	framework	became	the	analytic	tool	used	to	identify	provision	of	literacy	knowledge	in	the	data,	and	isolate	personal	literacy	knowledge.		Initial	findings	indicated	that	both	current	and	historical	programs	revealed	personal	literacy	knowledge,	but	this	provision	related	more	to	social	ideals	of	literate	teachers	than	a	definitive	corpus	of	literacy	knowledge.	The	proposition	my	study	supports	is	that	teachers’	personal	literacy	knowledge,	now	regarded	as	assessable,	is	a	very	difficult	construct	to	define	and	establish	with	certainty	and	detail.		The	difficulty	relates	to	tensions	surrounding	society’s	re-shaping	of	what	counts	as	school	literacy,	society’s	expectations	of	teachers	as	literate	professionals,	as	well	as	challenges	associated	with	literacy	provision	in	ITE.		This	matter	of	what	counts	as	personal	literacy	knowledge	carries	potential	for	significant	impact	on	Australian	teachers’	credibility,	and	the	quality	of	ITE.		 	
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CHAPTER	1	INTRODUCTION	
The	problem	“Can’t	write,	can’t	spell…are	our	teachers	up	to	the	task?”	(Mitchell	&	Cook,	2006)		“Critics,	including	Education	Minister	Rod	Welford,	have	blamed	the	quality	of	teachers	for	Queensland’s	poor	showing	in	national	literacy	and	numeracy	tests	last	year”	(ABC,	2009)	“Lament	over	standards	as	aspiring	teachers	flop	literacy”	(Hosking,	2015)	“Tough	new	…	literacy	tests	to	be	given	to	Australia’s	graduating	teachers”	(L.	Wilson,	2015)	“Education	Minister’s	grammar	guide	for	dummy	teachers:	Piccoli	forced	to	spell	out	the	basics	for	classroom	duds.”		(McDougall,	2016)		Disparaged	and	pilloried	as	“duds”,	“dummies”,	and	“flops”	in	the	above	headlines,	teachers	are	portrayed	as	more	illiterate	than	literate.		Teachers	under	siege	by	public	media	and	governments	is	not	an	uncommon	scenario,	more	especially	in	relation	to	a	literacy	crisis,	real	or	imagined.		The	debate	being	played	out	in	New	South	Wales	(NSW)	and	Australia-wide	in	fierce	media	reports	like	those	above,	has	sought	to	establish	a	causal	relationship	between	primary	school	teachers’	own	literacy	knowledge	skills	and	school	students’	lack	of	achievement.		In	these	debates,	Australian	government	agencies,	state	and	federal,	as	well	as	news	media,	framed	the	knowledge	and	skills	in	which	teachers	were	said	to	be	inadequate	as	personal	literacy	knowledge	(PLK),	a	term	used	frequently	but	not	defined	or	explained	in	any	detail.		Teachers’	personal	
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literacy	knowledge	was	singled	out	as	a	professional	requirement	in	the	first	report	on	teacher	standards	by	Teaching	Australia	(2007),	the	government’s	national	body	established	to	oversee	the	profession	in	2007.		Personal	literacy	knowledge	was	mandated	as	an	entry	requirement	to	the	profession	in	April	2011	by	the	Australian	Institute	for	Teaching	and	School	Leadership	(AITSL),	the	replacement	regulatory	body	for	Teaching	Australia	(Australian	Institute	for	Teaching	and	School	Leadership	(AITSL),	2011a,	p.	12).		The	NSW	Government	in	2013	identified	personal	literacy	as	characteristic	of	great	teachers,	and	as	a	requirement	for	entry	into	initial	teacher	education	(ITE)	and	for	accreditation	(NSW	Department	of	Education	&	Communities,	2013,	p.	8).		Yet,	while	references	continued	to	be	made	to	teachers’	personal	literacy	knowledge,	the	notion	had	still	not	been	defined	or	explained.		Nonetheless,	the	perception	portrayed	through	the	media	reports	was	that	teachers	did	not	have	the	literacy	knowledge	and	skills,	either	appropriate	or	sufficient,	for	their	professional	work.		The	reports	implied	that	teachers	were	not	fulfilling	expectations	of	what	a	literate	teacher	should	be.		Furthermore,	by	implication,	if	teachers	are	not	literate,	ITE	does	not	make	provision	for	pre-service	primary	teachers	with	requisite	personal	literacy	knowledge	or	the	opportunity	to	develop	this	knowledge	in	terms	of	learning	environments,	courses	and	course	content.			This	problem	was	the	catalyst	for	my	study	presented	in	this	thesis:	an	investigation	of	the	provision	of	personal	literacy	knowledge	in	ITE,	both	now	and	in	the	past,	and	the	consequences	for	the	ways	in	which	views	of	the	literate	teacher	have	been	and	continue	to	be	constructed.			The	term	'provision',	along	with	'providing'	and	'provider',	are	terms	in	everyday	parlance	within	the	documentation.		They	are	intrinsic	to	the	personal	
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literacy	debate,	irrespective	of	interpretation.		ITE	institutions,	teachers	and	educators	are	regulated	to	provide	for	development	and	attainment	of	PLK	(NESA,	2017):	What	happens	if	I	haven't	passed	the	national	test?		If	you	have	not	passed	both	the	literacy	and	numeracy	components	of	the	test,	contact	your	university	or	higher	education	provider	who	is	responsible	for	preparing	you	for	the	test	and	providing	additional	support	if	needed.	(NESA,	2017,	Literacy	And	Numeracy	Tests)	The	notion	of	the	term	'provision'	is	loaded	with	varying	interpretation	in	this	context	of	personal	knowledge;	it	can	be	argued	that	ITE	cannot	provide	knowledge	that	is	said	to	be	personal.	Provision	must	also	entail	establishing	and	maintaining	learning	environments	conducive	to	a	pre-service	teacher	acquiring	and	developing	their	literacy	knowledge	to	mandated	levels.	Provision	for	personal	literacy	development	is	a	focus	seen	as	more	attainable	than	an	attempt	to	guarantee	provision	of	a	body	of	knowledge	with	each	student.	The	problem	to	be	addressed	in	my	study	was	a	claim	extracted	from	the	larger	issue	of	debates	about	literacy	and	teacher	quality:	that	primary	school	teachers	have	insufficient	personal	literacy	knowledge.		While	students	enter	pre-service	education	with	a	mandatory,	end-of-secondary	school	levels	of	English/literacy	attained	through	examination,	my	study	contends	that	personal	literacy	requirements	for	teaching	are	established	through	undergraduate	pre-service	programs	(in	Australia,	ITE).		Therefore,	addressing	the	problem	meant	exploring	what	personal	literacy	knowledge	had	been	provided	in	ITE	programs,	both	currently	and	historically.		Further,	it	meant	determining	how	provisions	were	governed	by	conceptualisations	of	the	notion	of	personal	literacy	
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knowledge	held	by	the	various	stakeholders	-	government,	regulatory	agencies	for	the	teaching	profession,	public	media	and	teacher	educators.		As	a	precursor,	addressing	the	problem	meant	ascertaining	how	personal	literacy	knowledge	is	defined,	and	what	its	nature	and	characteristics	might	be.	
The	aim	of	the	study	The	aim	of	my	study	was	to	investigate	the	notion	of	personal	literacy	knowledge	in	terms	of	its	provision	over	time.		This	was	done	by	interrogating	two	representative	ITE	programs,	one	current	and	one	historical.		The	findings	would	determine	what	knowledge	might	count	as	personal	literacy	knowledge	for	teachers	if	the	notion	could	be	considered	a	valid	construct	of	literacy	knowledge	for	teachers.	Further,	the	findings	would	reveal	how	different	
conceptualisations	of	personal	literacy	knowledge	presented	expectations	and	views	or	constructions	of	the	literate	teacher.		Thus,	initially,	my	intent	was	to	find	out	what	personal	literacy	knowledge	is,	and	the	degree	to	which	it	was	provided,	if	at	all,	within	present	and	past	degree	programs	undertaken	by	pre-service	primary	teachers	to	accredit	them	as	professionals.		My	study	did	not	seek	to	evaluate	the	success	or	otherwise	of	how	literacy	knowledge	is	taught	in	ITE	programs.		Rather,	what	was	fundamental	in	this	study	was	to	capture	what	personal	knowledge	‘looks	like’;	that	is,	how	it	could	be	identified,	how	it	could	be	defined.	A	study	of	a	single,	current	undergraduate	teacher	education	program	would	show	how	an	institution,	representative	of	the	sector	in	the	current	educational	environment,	dealt	with	the	provision	of	personal	literacy	knowledge.		It	was	important	to	see	how	personal	literacy	knowledge	in	ITE	aligned	with	conceptual	models	of	literacy	knowledge	relevant	to	mandated	
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goals	and	outcomes	for	Australian	primary	school	education.		As	well,	it	was	important	to	see	what	key	stakeholders	in	ITE	(governments,	the	profession’s	regulator	and	teacher	educators)	considered	to	be	appropriate	personal	literacy	knowledge	for	teachers.			A	study	of	a	single	program	from	the	past	situated	my	study	in	the	broader	understanding	of	the	evolving	nature	of	literacy	in	education.		It	was	important	to	contextualise,	historically,	the	findings	of	the	study	rather	than	merely	describe	a	current	situation.		History	is	a	significant	element	in	providing	lessons	for	understanding	literacy	debates	and	ongoing	provision	of	literacy	education,	as	the	legacies	of	literacy	education	will	help	unpack	the	present	(Christie,	2003;	Freebody,	2007;	Graff,	1987;	L.	Shulman,	1986).		The	historical	context	would	unpack	issues	such	as	why	a	perceived	lack	of	personal	literacy	knowledge	has	emerged	now,	and	how	content	and	expectations	of	teachers’	literacy	knowledge	had	changed	over	time.		Further,	this	investigation	would	reveal	the	extent	to	which	these	expectations,	perhaps	social,	cultural	or	political,	shaped	constructions	of	the	literate	teacher	in	each	era.	
The	context	of	the	problem	The	media-headlined	crisis	of	teacher	literacy,	illustrated	above,	was	situated	within	a	context	of	a)	intense,	unprecedented	and	wide-reaching	changes	in	Australian	education;	b)	ongoing	attempts	to	resolve	concerns	about	the	state	of	literacy	learning	and	teaching;	c)	significant	changes	resulting	from	a	new	national	curriculum	and	new	local	syllabi	;d)	high	stakes	literacy	assessment;	e)	new	benchmarks	for	teacher	accountability,	and	f)	the	tightening	of	entry	requirements	to	the	profession.		Each	of	these	changes	explicitly	targeted	literacy	and,	consequently,	expectations	of	teachers’	professional	
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knowledge.			Each	had	an	influence	on	media	and	public	understanding	of	literacy	and	on	professional	understandings	about	literacy	knowledge	as	professional	knowledge.		Paralleling	these	contexts	of	change	was	the	continual	reconceptualising	of	definitions	and	models	of	literacy	that	occurs	globally	and	locally,	irrespective	of,	but	nonetheless	influencing,	professional	and	political	changes	in	Australian	education.		This	was	an	extraordinary	confluence	of	changes,	and	to	situate	my	study	adequately,	each	is	discussed	below.	
Concerns	about	the	state	of	literacy	learning	Concerns	about	literacy	standards	and	teacher	quality,	broadcast	in	the	Queensland	government’s	claims	above,	have	been	repeated	in	other	contexts	and	times.		Media	headlines	have	voiced	community	concerns	and	reported	changes	in	literacy	and	teacher	quality	(Mitchell	&	Cook,	2006;	Tovey,	2013).		Government	reviews	(typically	of	existing	curricula,	policy	and	practice)	and	inquiries	(typically	into	perceived	problems	and	shortcomings	in	the	profession)	have	been	numerous,	including	Top	of	the	Class	(Department	of	Education	Science	and	Training,	2007);	Prepared	to	Teach	(Commonwealth	of	Australia,	2005);	and	the	in-depth,	policy-influencing	National	Report	on	the	Teaching	of	Reading	(Department	of	Education	Science	and	Training,	2005).		ITE	providers	have	investigated	school	literacy,	teacher	quality,	and	ITE	programs	(Lu	&	Cross,	2014;	Queensland	Board	of	Teacher	Registration,	2001).		In	response,	Commonwealth	and	state	governments	have	proposed	initiatives	to	improve	literacy	and	teacher	education	(NSW	Department	of	Education	&	Communities,	2013;	Teaching	Australia,	2007).		The	focus,	then,	on	literacy	in	education	over	a	decade	and	a	half	from	national	and	state	stakeholders,	has	been,	in	the	very	least,	considerable.	
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Curriculum	At	the	beginning	of	my	study,	the	new	Australian	Curriculum	in	English	(ACARA,	2013)	was	being	implemented	in	all	states	and	territories.		It	placed	a	renewed	and	greater	emphasis	and	value	on	literacy	from	Kindergarten	to	Year	12.		The	curriculum	was	directly	oriented	toward	literacy,	with	literacy	being	one	of	the	three	curriculum	strands	(Lu	&	Cross,	2014).		The	curriculum’s	scope	of	English/literacy	content	knowledge,	such	as	grammar,	was	considerably	greater	than	in	the	various	state	syllabi	being	replaced.	The	scope	of	required	knowledge	was	clear	in	the	curriculum’s	glossary	with	its	predominance	of	high	level,	traditional	and	functional	grammar	terminology,	such	as,	apposition,	lexical	cohesion,	metonomy	(ACARA,	2013).		Significantly,	the	curriculum’s	key	strand	of	Language	had	a	knowledge	base	drawn	directly	from	Halliday’s	(2004)	functional	model	of	language,	a	complex	body	of	knowledge	that	challenges	the	more	traditional	model	of	traditional	English	grammar.		The	language	sub-strands	of	“expressing	and	developing	ideas,	language	for	interaction,	text	structure	and	organization”	(ACARA,	2013,	pp.	Language,	Overview)	mapped	directly	onto	Halliday’s	theory	of	register	“field	-	sharing	ideas	about	experience	and	the	world,		tenor	-	interacting	with	others,	mode	-	constructing	texts	in	various	modes”	(Derewianka	&	Jones,	2012,	p.	37).		This	extensive	knowledge	of	grammar	and	language	theory	added	directly	to	teachers’	professional	knowledge.		My	study	examined	how	it	also	impacted	on	teachers’	personal	literacy	knowledge.	
Assessment		The	National	Assessment	Program	(NAPLAN)	that	assesses	children’s	literacy	performance,	represented	renewed	emphasis	on	literacy	in	government	
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policy-making	and	funding.			The	government’s	emphasis	signified	the	importance	and	concern	it	attached	to	world	rankings	in	literacy	from	global	economic	development	fora	such	as	the	OECD.		Between	2000	and	2012,	Australia’s	reading	performance	ranking	on	PISA	testing	declined	from	fourth,	to	ninth,	then	to	thirteenth	(OECD,	2004,	2009,	2010,	2013).		By	the	end	of	my	study,	Australia’s	ranking	had	declined	further	(OECD,	2017).		NAPLAN	tests	student	performance,	determining	achievement	of	nationally	determined	standardised	outcomes	against	nationally	standardised	norms.		Results	are	numerical,	enabling	rankings	and	league	tables	accessible	to	the	general	public;	for	schools,	results	are	tied	to	funding.	At	the	schooling	level,	therefore,	the	accountability	for	global	literacy	status	sits	with	schools	and	teachers.		Indirectly,	accountability	also	sits	with	the	ITE	institutions	that	educate	the	teachers,	and	this	brings	the	institutions	under	increasing	government	pressure.	Assessment	via	national	standardised	achievement	testing	controls	the	definition	and	conceptualisation	of	literacy	for	schools.		Morgan,	Comber,	Freebody	and	Nixon	(2014)	explain	how	this	is	a	simplified	notion	rather	than	a	complex	one	because	of	the	need	for	“standardisation,	convenience	of	assessment	and	ease	of	accountability”	(p.	5).		Their	position	supports	earlier	criticism	of	the	‘convenience	factor’	from	Kelly,	Luke	and	Green	(2008).			Simpson	(2012)	describes	the	simplified	literacy	of	standardised	testing	such	as	NAPLAN	as	“mechanical	basic	skills…a	reductionist	conception	of	reading	and	assessment”	(pp.	19-21).		Simplified	notions	of	literacy	rely	on	discrete	knowledge	and	skills	such	as	phonemic	analysis	and	traditional	grammar.		Given	this	ongoing	debate	around	the	worth	and	high	stakes	nature	of	NAPLAN,	this	knowledge	has	come	to	dominate	the	required	professional	knowledge	for	
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teachers.			This	situation	presents	tension	in	curriculum	design	with	inherently	opposing	directionality.	That	is,	the	reductionist	curriculum	of	basic	skills,	in	contrast	with	the	other	functional	and	critical	notions	of	literacy	that	value	communication,	creativity	and	invention	(B.	Cope	&	Kalantzis,	2012;	Honan,	Exley,	Kervin,	Simpson,	&	Wells,	2014;	Morgan	et	al.,	2014).		The	inherent	risk	to	ITE	programs	that	reflect	21st		century	literacy	practices	is	that	the	pursuit	of	national	standardised	outcomes	and	international	rankings	embodies	a	particular	notion	of	literacy	knowledge	that	in	turn	embodies	what	it	means	to	be	literate,	and	what	it	means	to	be	a	literate	teacher.	
Accountability		Teacher	accountability	at	a	national	level	was	initially	recommended	in	1998	in	a	Senate	inquiry	into	the	status	of	the	teaching	profession	(Senate	Employment	Education	and	Training	References	Committee,	1998)	as	a	matter	of	professional	standards.		At	a	state	level,	implementation	in	NSW	by	the	regulator,	NSWIT,	of	professional	teaching	standards	for	graduate	teachers	and	ITE	programs	commenced	in	2004.		A	report	to	the	federal	government	in	2007	(Teaching	Australia,	2007)	emphasised	measurement	of	teacher	quality	through	achievement	of	national	professional	standards.		The	resulting	Australian	professional	standards	for	teachers	and	ITE	programs	ensued,	with	the	creation	of	AITSL’s	national	standards	in	2011	(Australian	Institute	for	Teaching	and	School	Leadership	(AITSL),	2011a).		These	standards	represented	a	national	public	statement	made	by	government	of	what	constitutes	teacher	quality.		The	standards	addressed	many	aspects	of	teaching,	including	a	specific	focus	on	teachers’	knowledge	in	relation	to	the	teaching	of	literacy.		Graduates	from	ITE	programs	now	had	to	meet	standards	relating	to	knowledge	of	literacy	content	
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(Standard	2.1)	and	the	teaching	of	literacy	(Standard	2.5).		Teachers	already	in	the	profession	had	to	meet	similar	literacy	knowledge	and	teaching	standards.		Thus,	the	professional	standards	focus	on	literacy	extended	from	the	pre-service	beginning	of	a	career	through	ongoing	professional	learning	throughout	a	career.		In	the	same	way	that	the	full	set	of	standards	is	a	public	statement	of	teacher	quality,	the	literacy	standards	are	a	statement	of	what	a	literate	teacher	should	be,	and	shape	a	construction	of	the	literate	teacher.	
ITE	entry	requirements	National	requirements	for	entry	into	teacher	education	and	the	profession	are	guided	by	a	range	of	selection	guidelines	(Australian	Institute	for	Teaching	and	School	Leadership	(AITSL),	2017)	(AITSL,	2015)	as	well	as	a	specific	literacy	requirement	(Australian	Institute	for	Teaching	and	School	Leadership	(AITSL),	2014a).		This	literacy	requirement	mandated	that	applicants	must	be	“in	the	top	30%	of	the	population	for	literacy	and	numeracy	achievement”	(Australian	Institute	for	Teaching	and	School	Leadership	(AITSL),	2014b).		Given	the	difficulty	of	determining	how	this	would	be	demonstrated,	negotiations	and	debates	about	what	the	top	30%	actually	meant	in	terms	of	measurable	literacy	knowledge	proved	a	source	of	considerable	tension	among	stakeholders	such	as	the	Australian	Council	of	Deans	of	Education	(Australian	Council	of	Deans	of	Education	(ACDE),	2014).	Additional	requirements	at	NSW	state	level	required	final-year-of-schooling	Higher	School	Certificate	examination	marks	of	80%+	(pass	grades	at	Band	5+)	in	three	subjects	including	English	(NSW	Department	of	Education	&	Communities,	2013).		These	NSW	government	examination	requirements	sought	to	realise	the	government’s	pledge	for	quality	teachers	with	particular	“focus	on	
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personal	literacy”	(NSW	Department	of	Education	&	Communities,	2013,	p.	13).		The	NSW	requirements	were	developed	separately	rather	than	in	collaboration	with	AITSL.		The	tension	between	two	sets	of	entry	criteria	for	literacy	knowledge	was	discernible,	demonstrating	again	the	intense	and	complex	focus	on	literacy,	this	time	to	be	addressed	by	ITE	providers	and	pre-service	teachers.		The	tension	was	further	compounded	with	both	national	and	state	intentions	to	establish	separate	personal	literacy	knowledge	tests	for	ITE	students	with	implementation	planned	in	2015-2016.		These	tests	were	not	intended	to	be	diagnostic	assessment	tests	for	supporting	teachers’	ongoing	literacy	development,	but	rather	were	proposed	as	high-stakes	tests	where	successful	completion	would	be	a	condition	of	teacher	graduation	and	accreditation.		Only	the	national	test	was	developed.		While	the	tests	were	in	preparation	and	undergoing	trials	during	the	early	stages	of	my	study,	no	information,	such	as	the	scope	of	literacy	content,	had	been	released	to	ITE	providers,	pre-service	teachers	or	the	public.		Therefore,	it	was	impossible	to	know	what	conceptualisations	of	personal	literacy	knowledge	would	be	measured	by	the	tests.		The	possibilities	included	an	accumulated	literacy	of	K-12	schooling,	the	literacy	of	the	state	end	of	school	examinations,	or	a	different	conceptualisation	of	literacy	knowledge	altogether,	such	as	basic	skills.	By	the	end	of	my	study,	the	literacy	test	(LANTITE)	was	in	place,	and	several	cycles	of	the	test	have	now	been	run.		Given	the	privacy	surrounding	test	papers,	content	detail	has	not	been	available	for	scrutiny,	such	as	would	provide	certain	indication	of	how	personal	literacy	has	been	conceptualised.		Information	provided	to	pre-service	teachers	(Australian	Council	for	Educational	Research	(ACER),	2017)	presents	insufficient	data	for	any	valid	analysis	that	could	
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contribute	to	my	study.		Thus,	the	conceptualisation	of	personal	literacy	knowledge	underpinning	the	test	is	still	uncertain,	though	the	test	itself	contributes	to	a	particular	construction	of	what	counts	as	a	literate	teacher.	Issues	around	the	personal	literacy	knowledge	in	relation	to	ITE	are	important	to	my	study.		They	reflect	instability	in	the	very	construct	of	literacy	that	the	following	chapters	will	investigate.		Of	further	significance	for	my	study,	varying	conceptualisations	of	personal	literacy	knowledge	have	considerable	impact	on	constructions	of	the	literate	teacher,	as	varied	constructions	set	up	varied	expectations	of	teachers.	
Literacy’s	unstable	nature	Irrespective	of	far-reaching	change	in	Australian	teacher	education,	literacy	remains	an	unstable	concept,	continuing	to	expand,	be	reconceptualised	and	evolve	(Anstey	&	Bull,	2010;	E.	A.	Baker,	2010;	Buschman,	2009;	Cassidy	&	Ortlieb,	2013;	Lotherington	&	Jenson,	2013).		Because	of	the	significance	of	this	unstable	nature	for	my	study,	the	topic	is	addressed	in	detail	in	chapter	two	“Defining	Literacy”.		In	relation	to	the	contexts	of	change	described	above,	understanding	models	of	literacy,	that	is,	the	kinds	of	knowledge	that	define	literacy	and	ways	of	being	literate	are	highly	significant	because	each	reconceptualisation	brings	forth,	as	well	as	leaves	behind,	substantial	knowledge.		In	NSW,	there	is	ongoing	and	intense	pressure	on	teachers,	ITE	providers	and	pre-service	teachers	to	have	the	‘right’	knowledge	and	be	‘appropriately’	literate.	The	multiple	and	sometimes	confusing	changes	described	above	made	it	increasingly	difficult	to	determine	the	nature	of	the	personal	literacy	knowledge	that	teachers	were	expected	to	demonstrate,	and	that	ITE	institutions	were	
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expected	to	provide	to	pre-service	teachers.		Together,	these	changes	formed	a	context	for	my	study	that	is	most	complex.		Teachers	and	ITE	providers	were	presented	in	media	headlines	as	under	siege	by	government	regulations,	and	by	public	expectations	of	accountability	for	literacy	achievement	in	schools.		Therefore,	my	study	had	to	determine	what	was	being	put	forward	as	personal	literacy.	That	is,	what	it	‘looked	like’,	in	order	to	identify	the	personal	literacy	knowledge	provided	in	the	current	ITE	program.	
The	research	questions	The	following	research	questions,	including	specific	and	general	questions	(Cervetti,	Damico,	&	Pearson,	2006),	guided	the	study.		There	were	two	specific	questions	that	were	contained	and	answerable:	Research	question	one:	What	has	been	the	provision	of	personal	literacy	knowledge,	historically,	in	teacher	education	programs?	Research	question	two:	What	personal	literacy	knowledge	is	provided	in	a	current,	representative	Initial	Teacher	Education	program?	There	was	one	general	question	that	drew	on	the	findings	of	the	two	specific	questions:	Research	question	three:	In	light	of	debates	about	teacher	literacy	standards,	how	has	the	provision	of	personal	literacy	knowledge	in	primary	teachers’	pre-service	education	evolved,	and	what	does	evidence	of	this	provision	reveal	about	constructions	of	the	literate	teacher?	
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The	study’s	theoretical	framework	My	study’s	broadest	theoretical	framework	related	to	conceptualisations	of	professional	knowledge	in	teaching.			Professional	knowledge	is	the	specialised	knowledge	that	is	one	of	several	markers	of	professions	and	professionals	(Derber,	Schwartz,	&	Magrass,	1990;	Evetts,	2003,	2006;	Sciulli,	2005;	Svensson,	2006).		Its	more	specific	theoretical	framework	relevant	to	this	study	was	the	professional	knowledge	of	teachers.		In	relation	to	school	education,	teachers’	professional	knowledge	typically	refers	to	syllabus	content,	subject	content,	curriculum	knowledge	and	pedagogical	knowledge	(L.	Shulman,	1986,	1987).		These	framework	conceptualisations	sat	easily	with	literacy	teaching;	teachers’	personal	literacy	knowledge	did	not.		Personal	literacy	was	an	uncertain	concept	foregrounded,	but	not	defined,	in	discussion	and	policy	requirements	relating	to	teacher	knowledge	and	teacher	quality	in	Australia.			This	nexus	of	professional	knowledge	and	teacher	quality	was	examined	through	the	study’s	related	theoretical	framework	of	literacy.			Therefore,	my	study	used	Shulman’s	(1986,	1987)	model	of	professional	teaching	knowledge,	aligning	it	with	personal	literacy	knowledge,	albeit	incompletely	understood,	as	part	of	the	study’s	total	theoretical	framework.	The	complementary	literacy	framework	necessary	for	this	study	related	to	changing	and	often	competing	models	of	literacy	applied	in	education	contexts,	rather	than	literacy	in	any	general	sense.		In	particular,	the	literacy	framework	focused	on	the	ways	that	adherence	to	particular	models	or	kinds	of	literacy	represent	statements	of	teacher	quality	and	capability,	as	well	as	perceptions	of	the	literate	teacher.		Honan,	Exley,	Kervin,	Simpson,	and	Wells	(2014)	illustrate	this.	
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In	many	industrialised	countries,	competing	versions	of	‘what	counts’	as	literacy	have	been	taken	up	in	various	policy	documents,	and	it	is	taken	for	granted	that	teachers	will	be	able	to	make	daily	pedagogical	decisions	based	on	these	policies.	(p.	52)	An	exploration	of	literacy	as	a	concept	(see	Chapter	Two:	Defining	
Literacy)	was	undertaken	in	this	thesis	for	several	reasons.		Initially,	an	exploration	of	literacy	definitions	was	needed	to	establish	a	working	definition	for	the	study;	a	working	definition	was	fundamental	to	formulating	coding	and	indicators	for	analysing	ITE	program	data.		Also,	it	was	important	to	understand	the	relationship	between	English	as	language,	and	English	as	literacy	for	everyday	enactments	of	making	meaning.		Shifts	in	models	of	English	as	a	discipline	that	occurred	over	time	in	school	education	have	had	impact	on	literacy	practice,	teaching	and	assessment.		It	was	important	to	understand	the	criterion	for	literacy	embedded	in	these	shifts,	since	each	has	fashioned	the	literacy	knowledge	that	teachers	must	acquire.		Christie	and	Macken-Horarik	(2011)	classify	and	describe	the	shifts	in	Australian	school	English	across	the	late	19th	and	20th	centuries,	demonstrating	the	attached	linguistic	and	social	significance	in	each	shift.		For	example,	the	late	19th	to	early	20th	centuries	foregrounded	a	cultural	heritage	model	of	English	privileging	‘great’	literature,	whereas	the	current	era	foregrounds	new	literacies	privileging	diverse	social	literacy	practice.	Additionally,	an	exploration	of	literacy	was	fundamental	to	understanding	how	curriculum	design	and	writing	for	subject	English	have	privileged	different	models	of	literacy,	presupposed	differing	knowledge	required	by	teachers,	and	revealed	what	counts	as	being	literate.		Achieving	these	understandings	was	
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crucial	for	relating	what	counted	as	personal	literacy	knowledge	to	constructions	of	the	literate	teacher.		Lu	and	Cross	(2014)	analysed	the	new	Australian	Curriculum	English	(ACARA,	2013)	to	demonstrate	how	the	rhetoric	of	the	document	implies	one	model	of	English	and	literacy,	but	the	mechanisms	and	content	knowledge	prescribed	for	teaching	point	to	a	different	model.		Most	importantly,	exploring	understandings	of	literacy	was	important	to	this	study,	as	it	would	inform	the	analysis	and	interpretation	of	data.		This	was	particularly	the	case	in	relation	to	current	conceptualisations	of	personal	literacy,	raising	questions	about	how	the	term	might	be	understood	and	the	knowledge	that	would	be	realised	in	that	definition.	
Designing	the	study	The	methodology	for	my	study	is	detailed	in	Chapter	5:	Methodology.		First,	it	is	important	to	note	that	its	key	design	features	rested	on	the	understanding	that	literacy	exists	as	a	phenomenon	within	a	socio-cultural	context,	and	so	the	investigation	of	my	research	questions	was	best	suited	to	a	qualitative	approach.		Qualitative	methods	use	data	forms	that	are	aligned	to	social	context	and	methods	that	analyse,	argue	and	explain,	and	provide	understandings	that	are	“rich,	nuanced	and	detailed”	(Punch,	2005,	p.	3)	in	the	same	way	that	literacy	and	its	myriad	uses	are	rich,	nuanced	and	detailed.			Second,	investigating	literacy	and	its	myriad	applications	in	social	and	culture	contexts	requires	interpretation,	and	qualitative	methods	enable	interpretation	of	data	(Mason,	2002)	and	the	investigation	of	data	within	context	(Cresswell,	2008;	Noaks	&	Wincup,	2004).		Third,	a	qualitative	approach	requires	an	analytic	code,	and	for	my	study	the	code	had	to	take	into	account	the	phenomenon	of	literacy	within	a	conceptual	framing	of	professional	knowledge.		Herein	lay	the	
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study’s	ontological	and	epistemological	dilemma.		The	core	construct	of	literacy	and	professional	knowledge	being	investigated	-	personal	literacy	knowledge	for	teachers	-	had	not	been	defined	by	those	who	had	mandated	its	place	in	ITE.		Therefore,	in	order	to	establish	an	analytic	code	and	conceptual	framework	for	examining	its	provision	in	ITE	programs,	the	notion	of	personal	literacy	knowledge	for	teachers	had	to	be	explored,	and	a	working	definition	established.		This	work	was	achieved	through	a	review	of	literature	that	explored	conceptualisations	of	literacy.		
Outline	of	the	thesis	chapters	This	introductory	chapter	has	set	the	scene	for	the	study,	contextually	and	theoretically.		It	has	presented	the	problem	to	be	studied	and	given	an	overview	of	the	research	design.		The	next	chapters,	Chapter	2:	Defining	Literacy	and	its	extension,	Chapter	3:	Personal	Literacy,	explore	the	complex	nature	of	literacy	and	the	related	difficulty	of	settling	on	any	single	definition.		This	discussion	is	deliberately	presented	separately	from	the	literature	review	because	literacy	is	such	a	complex,	contested	notion	that	it	needs	extended	consideration.	Debates	surrounding	teachers’	literacy	knowledge	presuppose	favoured	definitions	of	literacy.	Yet,	as	Wilson	(2007)	discovered,	government	reports	and	reviews	of	literacy	and	teacher	education	from	the	last	decade	refer	to	literacy	in	“a	vague	and	generic	way…[which]	invites	radically	different	interpretations”	(p.	677).	Indeed,	the	chapter	starts	from	Brown,	Lockyer	and	Caputi’s	(2010)	argument	that	a	single,	worldwide	definition	of	literacy	is	not	possible.		The	chapter	then	explores	the	concept	of	literacy	from	various	points	of	view,	historical,	theoretical,	and	educational,	eventually	addressing	the	
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current	burgeoning	of	new	literacies	including	the	notion	of	personal	literacy	knowledge.		It	concludes	with	a	working	definition	established	for	this	study.	Chapter	4	presents	a	critical	review	of	the	literature	pertaining	to	the	research	problem.		It	examines	literature	relating	to	theoretical	understandings	that	were	fundamental	to	this	study,	including	knowledge	and	professional	knowledge.		It	also	critically	examines	research	studies	that	informed	the	methodology	and	methods	for	this	study.	This	literature	includes	studies	of	teachers’	subject	knowledge,	teachers’	literacy	knowledge	and	the	provision	of	knowledge,	particularly	literacy	knowledge,	in	ITE	programs.		The	chapter	draws	on	understandings	from	the	Chapters	Defining	Literacy	and	Personal	Literacy	to	construct	the	classification	structure	for	teachers’	literacy	knowledge	that	served	as	the	framework	for	data	analysis.	Chapter	5	presents	the	methodology	for	the	study.		It	revisits	the	basis	of	the	study	by	aligning	the	context	and	the	research	questions	with	ontological	and	epistemological	understandings	of	the	phenomenon	studied.		The	relationship	between	the	research	questions	and	the	study’s	methodology	is	described,	and	the	methodology	justified.		This	rationale	is	followed	by	an	explanation	of	the	methods	used	to	enact	the	research	questions.		The	chapter	concludes	stating	the	perceived	limitations	of	the	study.	Chapters	6	and	7	present	the	analysis	of	the	data,	including	documents	recording	the	provision	of	literacy	in	two	teacher	education	programs.		Chapter	6	addresses	the	Historical	Program,	and	Chapter	7	the	Current	Program.		The	chapters	identify	and	describe	evidence	gained	from	the	analysis,	classifying	it	in	terms	of	the	conceptual	framework	of	professional	and	personal	literacy	knowledges	presented	in	Chapter	4:	Literature	Review.		This	analysis	and	
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description	of	evidence	is	a	key	element	of	the	original	contribution	my	study	makes	to	the	field,	with	its	focus	on	isolating	the	category	of	personal	literacy	and	its	provision	for	pre-service	teachers.	Chapter	8:	Discussion	considers	the	findings	and	interprets	their	significance	in	understanding	the	two	conceptualisations	of	teachers’	personal	literacy	knowledge.		The	discussion	first	frames	the	study’s	working	definition	to	establish	the	lens	through	which	the	findings	are	interpreted.		It	then	focuses	on	the	consideration	of	what	counts	as	personal	literacy	knowledge.		The	focus	moves	to	conceptualisations	of	such	knowledge,	and	how	aspects	of	personal	literacy	knowledge	contrived	in	shaping	constructions	of	the	literate	teacher.		Implications	of	the	findings	are	put	forward	in	relation	to	various	concerns	raised	in	the	research	questions.	These	include	the	privileging	of	personal	literacy	knowledge	in	ITE	curriculum	and	testing	of	pre-service	teachers;	different	representations	of	literacy	intrinsic	to	contrasting	conceptualisations	and	the	social,	cultural	and/or	political	motivations	behind	those	choices;	the	effect	on	educational	and	social	futures	of	either	pushing	back	or	pushing	forward	literacy	in	the	curriculum;	and	the	inevitable	tension	resulting	from	incompatible,	even	conflicting	conceptualisations	and	provisions.		In	my	study,	the	construction	of	the	literate	teacher	is	discussed	directly	in	relation	to	conceptualisations	of	personal	literacy	knowledge,	particularly	in	Chapter	8.		This	draws	on	Gee’s	(2015)	ideas	of	the	impact	that	discourse	and	discursive	practices	would	have	on	literate	identity.		In	my	study	context,	constructions	of	the	literate	teacher	are	considered	as	imposed	representations	-	contrived	by	others	(such	as	society,	government	or	public	media)	and	drawing	on	conceptualisations	of	literacy	they	hold.			In	a	sense,	the	literate	teacher	is	an	
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assigned	construction,	in	the	manner	that	Varghese,	Morgan,	Johnston,	and	Johnson	(2005)	discuss	assigned	and	imposed	versus	claimed	identity.	
	 Conclusion	 	Teachers’	personal	literacy	knowledge	became	the	significant	issue	in	my	investigation	because	it	came	under	intense	focus	and	criticism	as	a	result	of	unprecedented	changes	in	the	schooling	and	pre-service	education	sectors.		Wilson	(2007)	highlighted	the	connection	I	took	up	in	this	study	between	the	issue	of	teacher	knowledge	and	the	role	of	ITE	programs	in	providing	this	knowledge.	the	discourse	has	run	that	students	present	with	clear	deficits	(yes,	alas,	they	have	been	described,	by	some,	as	deficient),	gaps,	if	you	will,	in	certain	aspects	of	being	literate	that	are	unexpected	in	those	who	have	managed	to	succeed	at	Senior	secondary	school.	As	in	other	tertiary	institutions,	staff	within	the	School	of	Education	at	the	regional	university	in	which	I	work,	continue	to	respond	in	a	range	of	ways	to	the	matter.	(p.	676)	The	pejorative	claims	about	teachers’	knowledge	directed	my	study	to	investigate	the	starting	point	of	initial	teacher	education.		The	investigation	is	about	the	current	pivot	of	change	in	teacher	accreditation	around	the	contested	notion	of	personal	literacy	knowledge.		By	considering	current	and	historical	provision	of	literacy	education,	the	study	acknowledges	questions	about	why,	after	more	than	a	century	of	teacher	education	in	NSW,	the	knowledge	expected	of	a	literate	teacher	became	such	a	concern	(Morgan	et	al.,	2014).		 	
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CHAPTER	2:	DEFINING	LITERACY	
Introduction	The	issue	of	provisioning	teachers’	personal	literacy	knowledge	presented	in	the	previous	chapter	identified	a	fundamental	concern	for	this	study	-	the	defining	of	literacy	itself.		This	chapter	provides	an	overview	of	key	literature	to	explore	the	notion	of	literacy	as	it	has	developed	over	time.		It	is	not	this	study’s	literature	review,	proper.		The	chapter	is	an	essential	frame	for	this	study	because	it	demonstrates	the	unstable	nature	of	the	term	literacy,	as	well	as	the	scope	of	its	usage	in	the	21st	century.		Also,	and	equally	essential,	it	highlights	the	lack	of	certainty	informing	the	notion	of	personal	literacy	knowledge	which	is	now	mandated	as	an	assessable	requirement	for	teacher	accreditation	in	Australia.	Drawing	on	descriptions	of	educational	practices	over	time,	the	chapter	will	explore	conceptualisations	of	literacy	historically	with	a	specific	orientation	to	school	education	and	the	way	literacy	informs	expectations	and	constructions	of	the	literate	teacher.		First,	the	chapter	will	describe	shifting	conceptualisations	of	literacy	related	to	school	education,	showing	how	the	shaping	and	re-shaping	of	literacy	practices	has	realised	differing	and	often	contested	definitions	of	literacy.		Second,	the	chapter	will	analyse	current	appropriations	of	the	term	literacy	that	conflict	with	those	adopted	in	school	education.		Third,	the	chapter	will	present	a	chronological	analysis	of	government	reviews,	reports	and	policy	statements	to	examine	the	emergence	of	the	focus	term	personal	literacy	
knowledge	in	Australian	teacher	education.		In	conclusion,	the	chapter	synthesises	its	key	findings	to	establish	a	working	definition	of	literacy	
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appropriate	to	this	study,	and	presents	initial	understandings	of	what	personal	literacy	knowledge	is	said	to	be.	Literacy,	as	a	term,	covers	considerable	conceptual	territory,	which	is	both	complex	and	complicated.		Buschman	(2009)	describes	literacy	as	a	“leviathan”	quoting	Graff’s	(2001,	p.	8)	warning	“Beset	with	numerous	conceptual	complications,	literacy	is	an	exceptionally	slippery	subject	and	object	whether	the	goal	is	theoretical,	critical	or	practical.”		The	very	nature	of	literacy	is	contested.		Therefore,	the	exploration	of	the	term	that	follows	is	strategically	grounded	in	Hasan’s	(Hasan	&	Williams,	1996)	view	that	the	word	has	many	uses	and	meanings	“It	is	semantically	saturated…giving	rise	to	a	’multiplicity	of	meanings.’”	(pp.	377-378).		This	multiplicity	has	developed	over	time.		For	example,	at	the	time	when	the	term	‘literacy’	supplanted	‘English’	and	‘language’	in	education	discourse,	De	Castell	et	al.	(1986)	argued	the	difficulty	of	a	simple,	single	definition	because	the	word	does	not	represent	a	single	independent	idea	“It	can	only	be	defined	and	understood	in	relation	to	other	concepts…it	is	value-laden	–	influenced	by	what	people	variously	aspire	to	and	hold	important.”	(p.	11).			 Foregrounding	the	enactment	of	literacy	in	the	classroom	exposes	the	shaping	and	re-shaping	of	literacy	over	time.	This	approach	to	exploring	literacy	was	important,	due	to	my	study’s	interest	in	the	education	of	primary	classroom	teachers.		It	is	essential	to	illustrate	perspectives	of	literacy	in	the	context	of	everyday	classroom	practice	to	see	how	different	conceptualisations	and	definitions	are	now,	and	historically	were,	realised	in	approaches	to	teaching	and	learning.			Two	of	these	conceptualisations	of	literacy	follow.	
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The	two	conceptualisations	located	in	specific	periods	of	time	will	be	interpreted	through	bricolage	as	a	way	of	highlighting	the	considerable	contrast	in	literacy	theory	and	practice	developed	across	a	century.			Bricolage,	a	kind	of	literary	pastiche,	derives	from	Green's	(1988)	work	with	qualitative	research	as	an	eclectic	mix	of	methods,	strategies,	thinking	and	available	sources	to	construct	and	drive	a	study.		Here	I	use	it	to	illustrate	conceptualisations	of	literacy	in	everyday	classroom	practice	by	drawing	on	archival	records,	school	texts	and	materials,	anecdotal	histories	by	former	teachers	and	pupils,	and	the	teaching	experiences	of	the	researcher.		The	bricolage	are	not,	in	themselves,	recorded	accounts	of	identifiable	classrooms	and	children,	as	in	Ely	et	al’s	“anecdotes”	(1997,	p.	70),	but	they	serve	as	representative	illustrations	of	literacy	education	practices	and	conceptualisations	of	literacy	that	map	against	theoretical	perspectives	read	across	time.			The	task	of	historical	mapping	allows	my	study	to	consider	not	only	changing	conceptualisations	but	also	shifting	provisions	of	literacy,	which	in	turn	reveal	shifts	in	the	construction	of	the	literate	teacher.	The	difficulty	of	this	task	is	noted	by	Kalantzis	and	Cope	(2012)	“It	is	notoriously	hard	to	look	into	the	classrooms	of	the	past,	even	the	recent	past…the	primarily	oral	discourse	of	teaching	slips	into	the	air,	unrecorded”	(p.	x).				However,	they	also	note	that	the	texts,	materials	and	practices	of	the	past	reveal	the	content	as	well	as	the	shape	of	teaching	and	learning	in	classrooms.		Hence	the	adoption	of	bricolage.		Ely,	Vinz,	Downing	and	Anzul	(1997)	refer	to	bricolage	as	“snapshot	vignettes”	(p.	74),	and	recommend	this	narrative	technique	as	an	interpretive	tool	to	“highlight	particular	findings	or	summarise	a	particular	theme	or	issue	in	analysis	and	interpretation”	(p.	70).	
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The	chapter	draws	on	two	key	theoretical	frameworks	of	literacy	in	education	-	Christie	and	Macken-Horarik’s	(2011)	models	of	subject	English	as	a	way	of	understanding	contrasting	perspectives,	and	Kalantzis	and	Cope’s	(2013)	models	of	literacy	pedagogy	identifying	the	evolving	approaches	to	literacy	in	terms	of	knowledge	and	classroom	practices.	
Literacy	as	basic	skills	–	the	early	20th	century	Literacy	at	the	beginning	of	the	20th	century	grew	from	practices	of	the	previous	19th	century	to	serve	the	new	universal	education	of	children	such	as	‘Rose’,	who	features	in	the	following	bricolage.		This	bricolage	(1920s-1930s)	draws	on	analysis	of	syllabus	and	curriculum	documents	(Department	of	Education	and	Employment	NSW,	1930;	Sydney	Teachers'	College,	1938),	recorded	anecdotes	(Henley,	2007)	and	teacher	materials	used	in	classrooms	and	recommended	in	syllabuses	during	the	late	1930s	(Blyton,	1926;	Grant,	1920;	Gullan,	1935;	Jagger,	1926).	Rose	is	in	her	fourth	year	at	school.		She	has	been	moved	from	Prep	Four	to	Grade	Two	because	she	already	knows	all	her	spelling	words	and	can	read	all	the	Prep	readers.		She	can	also	do	arithmetic	better	than	all	the	children	in	Grade	One.		She	sits	at	the	long	desk	with	three	other	children	who	are	all	best	readers.	Today	is	Empire	Day,	and	Rose’s	class	all	received	a	card	showing	the	King.		The	class	also	had	a	lesson	at	the	large	map	hanging	on	the	wall.		The	teacher,	Miss	Worthington,	named	all	the	countries	in	the	Empire,	writing	the	important	ones	on	the	blackboard	in	her	careful	copperplate	script.		The	class	practised	handwriting	by	copying	the	names	into	their	copy	books	with	their	nib	pens.		Rose	had	trouble	getting	the	ink	to	flow	
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down	the	nib,	so	she	put	her	hand	up	for	permission	to	leave	her	desk	and	go	up	to	the	teacher’s	table.		Miss	Worthington	said	yes	and	told	Rose	that	she	had	to	practise	getting	the	little	stroke	at	the	beginning	of	capital	letters,	especially	B,	C	and	E.	That	would	get	the	ink	flowing.		Miss	Worthington	was	pleased	with	Rose’s	progress,	telling	her	she	had	“a	good	hand”.	Rose’s	class	does	oral	language	every	day	and	that	starts	with	sounds	drill	where	the	children	chant	their	vowel	and	consonant	sounds	as	Miss	Worthington	points	to	them	on	her	easel	charts;	the	children	in	the	back	desks	are	allowed	to	stand	up	so	they	can	see	the	bottom	rows	of	sounds.		Drill	is	followed	by	reading	aloud	from	the	class	reader.		Miss	Worthington	corrects	pronunciation	and	makes	sure	words	are	clearly	enunciated.		Rose	likes	it	best	when	the	class	gets	to	silent	reading	because	they	are	allowed	to	choose	books	from	the	selection	at	the	back	of	the	room.		Today	Rose	is	going	to	read	The	little	girl	who	didn’t	think	from	The	teacher’s	treasury	(Blyton,	1926).		She	can	read	fast,	not	needing	to	wait	for	the	ones	who	can’t	read	well.		Miss	Worthington	walks	past	the	desks	during	silent	reading	and	asks	children	questions	about	their	stories	to	see	if	they	are	actually	reading	them;	she	has	read	every	story	in	the	selection.	The	class	does	written	language	too,	and	that	starts	with	spelling	words.		The	long	desk	children	were	given	a	spelling	test	with	three	extra	words	added.		Rose	made	only	one	mistake,	so	she	had	only	one	word	to	write	out	ten	times	at	playtime.		Rose	got	all	the	dictation	correct,	even	the	capital	letters.	“Today	is	Empire	Day	in	Australia.		Long	live	the	King!”		
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After	lunch,	as	it	was	warm,	the	class	sat	outside	on	the	verandah	for	their	story.		Miss	Worthington	is	reading	them	Rossiter’s	Farm	(Grant,	1920).		She	always	asks	them	questions	about	the	story.		Rose	loves	Rossiter’s	
Farm	and	is	going	to	ask	Miss	Worthington	if	she	can	read	the	book	herself	when	she	has	finished	reading	it	to	the	class.		Miss	Worthington	had	brought	the	poem	charts	outside	too,	so	that	the	class	could	recite	all	the	poems	they	have	learned	this	year.			Rose	enjoys	recitation	and	has	been	practising	her	expression	at	home	in	front	of	the	hall	mirror.		The	poems	all	come	from	Miss	Worthington’s	thick	poem	book,	Spoken	poetry	
in	the	schools	(Gullan,	1935).		Rose’s	favourite	is	The	Months	(Compton,	1930?)	because	it	is	one	of	the	their	line-a-child	poems	and	she	gets	to	say	“Hot	July	brings	cooling	showers,	Apricots	and	gilly	flowers.”	Tomorrow	the	class	will	have	writing.		They	use	their	pencils	because	Miss	Worthington	says	it	takes	the	children	too	long	with	the	pens,	and	they	make	too	many	mistakes	and	blots.		Rose’s	desk	has	to	write	a	story	about	a	snowstorm	and	they	have	to	use	as	many	words	as	they	can	from	the	chart	of	Interesting	Words	For	Stories	on	the	wall.		Rose	hopes	her	story	will	not	get	too	many	corrections	from	Miss	Worthington.	Rose’s	school	day,	as	seen	in	the	bricolage	above,	displays	the	formal	approach	for	teaching	and	learning	English	language	comprising	discretely	sequenced	tasks,	viz.	written	language	tasks	of	reading,	writing	and	spelling,	and	oral	language	tasks	of	speaking	and	listening.			Using	Christie	and	Macken-Horarik’s	(2011)	models	of	school	English,	Miss	Worthington’s	approach	represents	a	basic	skills	model	“the	earliest	of	the	various	models…[that]	emerged	in	the	nineteenth	century,	and	it	attached	significance	to	achieving	
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accuracy	in	using	the	written	language”	(p.	180).		Graff	(2001)	defines	this	conceptualisation	of	literacy	as	“basic	levels	and	skills	of	alphabetic	literacy	–	reading	and	writing”	(p.	2).	The	focus	on	discrete	mechanics	of	language,	such	as	spelling,	alphabet	and	phonics	skills	for	reading,	plus	sentence	writing,	position	the	learner	as	one	who	must	master	prescribed	mechanical	skills	to	a	standard	set	by	an	external	educational	authority.	Rose’s	school	day	also	included	formal	speaking	and	listening	with	literature	(poems	and	books),	again	prescribed.			This	emphasis	on	valuing	great	works	of	literature	and	appropriate	works	for	children	to	learn	and	admire	is	the	focus	of	Christie	and	Macken-Horarik’s	“cultural	heritage”	(p.	180)	model	of	English.	The	cultural	heritage	approach	of	literature	emerged	in	schooling	in	the	late	19th	and	early	20th	centuries.		School	children	like	Rose	were	taught	to	read	as	passive	recipients	(Luke,	2004)	of	literature	in	the	sense	that	the	emphasis	in	that	period	of	schooling	on	learning	to	read	was	primarily	about	accurate	decoding	and	factual	comprehension,	with	texts	to	be	enjoyed	and	valued	as	cultural	artefacts.		The	notion	of	reading	as	a	transactional	process	with	activities	to	engage	students	in	aesthetic	rather	than	merely	efferent	responses	would	not	appear	until	the	1960s	(Pantaleo,	2013;	Rosenblatt,	1969;	Rosenblatt,	2004).		For	Miss	Worthington,	supporting	students	to	make	literary	connections	such	as	"Text-to-text,	text-to-self,	text-to-world"	(Tompkins,	Campbell,	&	Green,	2011)	was	not	part	of	the	curriculum.		Critical	literacy	as	response	to	text	(Janks,	2013,	2014)	was	even	further	away.	These	basics	of	language	learning	are	constituents	of	school	literacy	programs	today,	but	for	Rose	and	Miss	Worthington	they	were	subjects	in	themselves,	since	the	term	‘literacy’	was	not	used.		The	term	has	only	recently	
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emerged	in	school	education,	even	though	notions	of	literate	and	illiterate	have	had	long-standing	currency	in	Western	culture.		Harris	(1989)	and	Graff	(1982)	cite	the		ancient	Roman	term	litteratus	to	describe	the	ability	to	use	the	official	language	of	the	empire,	Latin.	The	long-standing	idea	of	the	literate	person	and	the	literate	teacher	is	discussed	in	detail	by	Christie	and	Misson	(1998),	with	such	a	person	being	“…one	who	has	been	acquainted	with	letters	and	literature”	(p.	1).		However,	they	point	out	that	while	this	acquaintance	bestowed	educational	status,	the	term	‘literacy’	did	not	have	wide	currency	until	the	latter	part	of	the	twentieth	century.		Similarly,	as	Rose’s	school	day	illustrates,	“instruction	in	one’s	letters”	as	in	the	alphabet,	(p.	2)	was	the	basis	for	reading	instruction	in	the	19th	and	early	20th	centuries	for	the	emerging	universal	schooling	in	Britain	and	its	empire.		But	again,	Christie	and	Misson	found	the	term	literacy	was	seldom	used	by	schools	at	this	time;	it	emerged	in	education	curricula	and	discourse	for	the	school	subject	‘English’	in	the	1980s	(Christie,	2003,	2004,	2005,	1990).		More	frequently,	the	term	‘language’	was	used	to	describe	features	of	English	that	would	now	be	termed	literacy.	Rose’s	school	day	demonstrates	the	teaching	practices	used	to	develop	literacy	knowledge	described	as	didactic	in	Cope	and	Kalantzis’	(2012)	framework	of	literacy	pedagogy	“formal	rules,	correct	usage,	reading	for	one	meaning,	and	appreciating	the	literacy	canon”	(p.	66)	.		This	approach	was	the	basis	of	universal	education	syllabi	of	the	19th	century.		A	teacher,	such	as	Miss	Worthington	represents,	would	have	to	acquire	considerable	literacy	knowledge	including	the	detailed	and	rigorous	spelling	rules,	the	progressively	complex	traditional	grammar,	and	the	rules	and	patterns	of	phonics.		Added	to	this	would	
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have	been	an	expectation	that	Miss	Worthington	would	have	knowledge	and	appreciation	of	literature.	Such	a	syllabus	was	designed	for	‘passing	on’	of	basic	skills,	acquisition	of	knowledge	and	immersion	in	great	literature.			Australian	primary	school	syllabi	remained	largely	unchanged	from	1921	to	the	1940s	(Cormack,	Grant,	&	Kerin,	2000).		Cormack	et	al.’s	analysis	of	these	syllabi	notes	the	absence	of	any	theoretical	basis	that	could	be	labeled	as	a	literacy	framework.	The	visible	components	of	English	teaching	(grammar,	composition	and	literature)	dominating	syllabi	were	not	related	to	any	“unifying	theory	of	language	and	learning”	(Cormack	et	al.,	2000,	p.	17).		Subject	English	had	not	yet	consolidated.		The	three	typically	isolated	subjects	of	grammar,	composition	and	literature	acquired	the	title	“Tripod	English”	(Little,	1998,	p.	iv).		From	Harrison’s	(1976)	collation	of	syllabus	documents	the	dominance	of	written	text	is	apparent	-	well-known	written	texts	from	past	literature	served	as	the	models	of	oral	language	development	and	composition,	as	well	as	being	the	primary	resource	for	oral	reading	skill	development	and	silent	reading	comprehension.		References	to	“noble	thoughts	of	the	past…great	ideas…created	through	the	ages…treasures…treasury”	(cited	in	Harrison,	1976,	p.	42)	present	a	construction	of	a	literate	teacher	as	one	who	was	well	read.	
Literacy	as	functional	skill	-	post	World	War	II	A	second	World	War	followed	by	nation-building	demanded	a	literate	population,	but	one	more	functionally	competent	than	previously	called	for	in	a	world	of	developing	industry	and	business.		The	kind	of	functional	literacy	visible	in	this	period	focused	on	a	criterion	of	achieving	literacy	for	the	masses	(Resnick	&	Resnick,	1977).		Freebody	(2007)	cites	the	use	of	‘literate’	and	‘illiterate’	during	this	period	of	the	20th	century,	appearing	firstly	within	the	
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international	policy	community,	for	example,	the	United	Nations	and	its	related	agencies	(UNESCO,	UNICEF)	as	they	promoted	and	implemented	literacy	projects	in	developing	countries	from	the	1950s	through	to	the	1970s.		In	Western	developed	countries	such	as	Australia	and	the	United	States	of	America,	the	post-war	economic	and	population	booms	brought	widespread	use	of	functional	literacy	in	policies	and	programs	outside	formal	schooling.		The	focus	of	these	programs	was	the	teaching	of	basic	skills	to	create	a	literate	workforce	and	citizenry	and	to	rehabilitate	those	in	dysfunctional	circumstances	–	the	poor,	the	unschooled,	the	incarcerated	(Lankshear	&	Knoebel,	2006).	The	1958	definition	of	literacy	cited	in	UNESCO’s	(2005)	Education	for	all:	
Literacy	for	Life,	is	underpinned	by	the	psychological-cognitive	process	of	decoding,	but	is	more	significant	for	its	functional	approach	of	preparing	citizens	for	the	workplace	and	active	participation	in	the	civic	affairs	typical	of	the	post-World	War	II	era	of	nation-building.	The	definition	states	“A	literate	person	is	one	who	can,	with	understanding,	both	read	and	write	a	short,	simple	sentence	on	his	or	her	everyday	life”	(p.	153).		Such	definitions	were	perfunctory,	and	specific	to	certain	workplace	contexts	such	as	the	military.		Consequently,	they	make	sense	only	in	their	historical	and	situational	context.		The	United	States	Army	defined	literacy	as	“The	capability	to	understand	written	instructions	necessary	for	conducting	basic	military	functions	and	tasks…at	the	fifth	grade	reading	level”	(cited	in	Sharon,	1973,	p.	150).			Resnick	and	Resnick	(1977)	defined	functional	literacy	at	that	time	as	“…the	ability	to	read	common	texts	such	as	newspapers	and	manuals	and	to	use	the	information	gained,	usually	to	secure	employment”	(p.	383).	
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In	post-World	War	II	classrooms,	literacy	as	psychological-cognitive	processes	(basic	skills)	reshaped	practices	in	reading.	The	basic	skills	were	infused	into	teaching	so	that	the	previously	dominant	classic	works	of	literature	for	'subject'	reading	were	replaced	with	commercially	prepared	class-	and	age-related	resources	to	develop	reading	and	writing	skills.		These	resources	included	basal	readers,	comprehension	exercises,	phonics	workbooks,	staged	spelling	lists.		For	example,	The	Happy	Venture	Readers	and	Teachers	Manual	(Schonell,	1958)	and	Gay	Days	(Infants'	Reading	Committee,	1955)	were	items	found	in	many	Australian	classrooms.		Commercially-prepared	materials	served	several	purposes.			One	text	or	set	of	texts	could	address	all	the	discrete	skills	of	reading	and	vocabulary	building;	graded	materials	could	provide	a	staged	program	across	an	entire	school;	ready-made	diagnostic	assessment	tools	enabled	identification	of	learning	difficulties	or	delays;	and	for	teachers,	considerable	literacy	knowledge	was	made	available	in	the	resources	by	specialist	writers.		Despite	the	focus	on	basic	skills	in	primary	schools	at	this	time,	the	cultural	heritage	focus	was	maintained	in	the	secondary	English	curriculum.	This	curriculum	provided	immersion	in	classical	and	modern	literature,	and	is	maintained	still	(Manuel,	2017).	For	primary	teachers,	despite	the	shift	in	the	conceptualisation	of	literacy,	pedagogy	still	employed	a	didactic	approach	(Cope	&	Kalantzis,	2012)	and	teachers’	professional	knowledge	still	prioritised	flawless	demonstration	in	traditional	grammar,	sentence	structure,	phonics,	spelling,	and	punctuation.		Teachers	increasingly	relied	on	heavily-prescribed	content	from	government	syllabi	such	as	NSW’s	‘blue	book’	Curriculum	for	Primary	Schools		(Department	of	Education	NSW,	1952).		Australian	students	increasingly	used	text	books,	such	as	
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those	listed	above	and	also	commonly-found	items	such	as	Weekly	spelling	lists	(Schonell,	1952),	English	grammar	for	beginners	(Tipping,	1955),	and	First	aid	in	
English	(Maciver,	1973	(1920)).		However,	teachers’	professional	literacy	knowledge	broadened	with	the	need	to	identify	children’s	reading	difficulties.		Teachers	were	trained	to	implement	and	interpret	diagnostic	assessments,	using	materials	such	as	The	Early	Detection	of	Reading	Difficulties	(Clay,	1972)	and	Burt	Word	Reading	Test	(1974	Revision)	(Scottish	Council	for	Educational	Research	(SCRE),	1974).	This	development	represented	a	new	phase	of	accountability	for	teachers	to	monitor	students’	literacy	capacities	and	progress.	
Literacy	as	personal	growth	–	the	1970s-1980s	The	approach	to	literacy	dominating	the	late	1970s	and	1980s	valued	language	experiences	such	as	processes	of	real-life	reading	and	writing,	eschewing	the	formal	instruction	required	by	functional	literacy	(Walshe,	1981).		In	this	period,	teachers	demonstrated	everyday	tasks	of	reading,	writing,	speaking	and	listening.		A	complete	or	whole	task	might	involve	language	activity	such	as	reading	a	picture-book	for	interest	and	comprehension	rather	than	the	formal	study	of	mechanical	skills	isolated	from	reading	(K.	Goodman,	1982,	1986).		Hence,	the	approach	became	known	as	whole	language	approach.		Whole	signified	a	reaction	against	the	fragmentation	of	English	characteristic	of	the	literacy	approaches	already	described.		Fragmented	or	‘standalone’	subjects	such	as	spelling,	phonics,	comprehension	and	grammar	assumed	students	would	acquire	mechanical	skills	through	instruction	and	generalise	them	to	everyday	language	use	(Cambourne,	1988).		The	whole	language	response	recommended	students	spend	time	in	groups,	alone	or	as	a	class,	immersed	in	authentic	language	tasks	of	reading,	writing,	speaking	and	listening;	focusing	on	content,	
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meaning	and	process.	The	study	of	structural	and	mechanical	features	occurred	only	at	a	point	when	students	felt	the	need	(Walshe,	1981).		Cambourne	provides	the	defining	character	of	this	approach	that	focused	on	the	personal	growth	of	language	learners	in	relation	to	authentic	language	use.	In	a	teaching-learning	context,	a	whole	language	approach	means	that	the	literacy	act	or	artifact	being	demonstrated	needs	to	be	sufficiently	‘whole’	to	provide	enough	information	about	the	various	systems	and	sub-systems	of	language,	so	that	the	learners,	if	they	decide	to	engage,	will	have	the	data	available	for	working	out	how	all	the	pieces	fit	together	and	interact	with	each	other.	(1988,	p.	204)	A	stereotypical	representation	of	whole	language	teachers	suggests	they	organised	the	curriculum	by	programming	language-based	activities	and	operated	as	demonstrators	who	avoided	corrective	intervention	in	students’	activity,	such	as	marking	spelling	errors	in	writing.	The	process	and	the	agency	of	the	child	were	paramount,	and	this	is	best	summed	up	in	Graves’	(1978)	exhortation	to	teachers	“Let	them	write.”		(p.	1).		Teachers	were	encouraged	to	reject	traditional	or	conventional	practices	in	favour	of	stimulating	children’s	creative	thinking.		Experimental	resources,	such	as	My	machine	makes	rainbows.	(Walshe,	1972),	were	designed	to	stimulate	teachers’	creative	thinking	for	pedagogy.		Teachers’	literacy	knowledge	was	enacted	in	activities,	strategies	and	employment	of	real-life	resources	for	immersing	students	in	language	use.	Content	and	knowledge	about	language	such	as	text	structure	and	grammar	were	not	explicitly-required	literacy	knowledge	for	teachers.		Christie	and	Rothery	(1979)	described	how	“syllabus	documents	no	longer	suggested	any	content	area	to	be	covered:	English	was	said	to	have	no	content”	(p.	6).		This	is	
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evidenced	with	the	discontinuation	of	grammar	teaching	and	the	eventual	excision	of	traditional	grammar	terminology	from	the	NSW	K-6	curriculum	in	the	syllabus	document	Writing	K-12	(NSW	Department	of	Education,	1987).	Whole	language,	like	other	literacy	approaches,	presented	as	a	form	of	“foundationalism”	(Graff,	2001,	p.	19).		Graff	argues	that	all	literacy	approaches	provide	foundation	skills,	such	as	alphabetic	literacy	providing	the	basis	of	reading	and	writing	competencies,	sufficient	for	all	further	learning	and	future	participation	in	society.		The	basis	of	1970s/1980s	primary	school	literacy	was	the	experience	of	diverse	forms	of	language,	integrated	across	the	widest	range	of	curriculum	subjects	and	organised	thematically.		This	approach	was	reflected	by	reference	in	the	curriculum	to	language	arts	and	language	skills	rather	than	English	(F.	Christie	&	J.	Rothery,	1979).	Upon	this	‘foundation’,	children	were	exposed	to	real-life	language	activity	processes,	such	as	imitating	the	writing	processes	of	professional	writers	(Graves,	1981).	It	was	expected	that	children	would	acquire	language	skills	without	explicit	instruction	from	the	teacher	(Farmer	Jnr	&	Papagiannis,	1975).		In	contrast	to	the	prescribed	mechanics	of	the	1950s	and	1960s	that	drew	on	psychological-cognitive	theories	of	development,	the	whole	language	approach	of	the	1970s	was	informed	by	linguistics,	anthropology,	philosophy	and	sociology	(Cope	&	Kalantzis,	2012).	This	was	the	New	English.		It	was	an	interactive	approach	to	curriculum	whereby	children	engaged	with	others	as	real-life,	everyday	creative	users	of	language.	The	approach	shunned	the	contrived	language	of	textbooks,	rules	and	exercises	of	earlier	curricula,	enabling	children	to	construct	a	view	of	authentic	language	in	use,	and	develop	their	own	personal	and	social	language	identity	(Christie	&	Rothery,	1979).		The	challenge	
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to	this	approach	to	literacy	was	whether	or	not	it	enabled	students	to	engage	with	the	curriculum	and	subject	discourses	of	secondary	schooling.	
Literacy	as	functional	language	studies	–	the	late	20th	century	In	the	late	1980s	literacy	finally	emerged	in	school	education	discourse	as	a	curriculum	and	syllabus	term	in	its	own	right	(Christie,	2003,	2004,	2005,	1990).		Christie	and	Misson	(1998)	document	the	newness	of	the	term	‘literacy’	in	Australian	education	curricula	of	the	1980s	and	its	subsequent	uptake	by	government	as	a	political	and	legislative	issue.		Similarly,	Lankshear	and	Knobel	(2006)	identify	literacy	being	increasingly	used	in	political	as	well	as	educational	discourse	from	the	1980s	onwards.	At	the	same	time,	the	development	of	genre	theory,	particularly	within	what	became	known	as	Systemic	Functional	Grammar	(Callaghan	&	Rothery,	1988;	Halliday,	1985;	Martin,	1993;	Martin	&	Rothery,	1986)	highlighted	the	socio-cultural	basis	and	purpose	of	literacy	along	with	related	notions	of	social	context	and	text	variations.		Functional	language	had	theoretical	origins	in	genre	theory	(Martin,	1985;	Christie,	1987;	Martin,	Christie	&	Rothery,	1987)	(Martin	&	Rothery,	1986).	Works	by	Christie	(Christie,	2005,	1990)	and	Christie	and	Misson	(1998),	Hasan	and	Williams	(1996)	and	LoBianco	and	Freebody	(2001)	are	representative	of	the	literature	that	defines	literacy	knowledge	as	social	practice,	acquired	and	understood	explicitly	within	a	socio-cultural	framework,	with	a	view	to	gaining	control	of	communicative	discourses.	Taking	a	critical	perspective	on	this	view,	Luke	(1995),	Gee	(1995),	Carrington	(2001)	and	Fairclough	(2001)	contextualised	literacy	and	knowledge	about	language	as	social	discourse	necessary	for	the	empowerment	of	individuals	and	groups	within	cultures.	
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Australian	language	and	literacy	policy	adopted	this	focus	on	social	context	and	function,	promoting	the	teaching	of	writing	through	context-driven	text	variations	(Luke,	Freebody,	&	Land,	2000).	Initially	known	as	‘genres’	but	later	as	‘text-types’,	these	text	variations,	became	the	organising	feature	of	programs	designed	to	improve	literacy	skills	in	NSW	disadvantaged	schools	(Disadvantaged	Schools	Project,	1988a,	1988b).		The	success	of	this	series	of	projects	was	premised	on	empowering	student	in	two	ways	-	a)	“genre	analysis	as	a	way	of	thinking	about	the	kinds	of	writing	students	undertook	in	primary	and	secondary	school…,	and	b)	a	distinctive	teaching/learning	cycle	for	introducing	students	to	unfamiliar	kinds	of	writing	across	the	curriculum”	(Martin,	2000,	p.	2).		This	strikingly	different	reshaping	of	literacy	as	social	practice	contrasted	with	the	existing	whole	language	conceptualisation	because	it	foregrounded	explicit	teaching,	emphasised	the	construction	and	function	of	different	types	of	text	in	the	curriculum,	and	applied	knowledge	about	language	(grammar)	to	understand	how	meaning	is	made	in	written	text.		The	premise	of	a	functionally	literate	approach	to	language	was	that	success	in	school	required	mastery	of	the	written	and	spoken	discourses	in	the	curriculum	(Christie,	1991,	1990).	This	view	had	a	substantial	impact	on	subsequent	curriculum	development.	The	genre/text-type	approach	became	the	dominant	organising	framework	for	the	teaching	of	writing	(and,	eventually,	reading)	in	Australian	schools	from	the	late	1980s.	It	also	underpinned	the	1994	and	1998	NSW	English	K-6	syllabi	(Board	of	Studies	NSW,	1994,	1998).		This	new	conceptualisation	was	apparent	in	the	1998	English	syllabus	that	defined	literacy	as	“…the	ability	to	read	and	use	written	information	and	to	write	appropriately	in	a	range	of	
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contexts”	(Board	of	Studies	NSW,	1998,	p.	5).		This	reshaping	also	redefined	the	construction	of	the	literate	teacher	through		“…a	social	view	of	language…writing	has	a	purpose	and	is	meant	to	be	read…Literate	people	now	need	to	be	able	to	engage	in	a	diverse	range	of	print	(texts)…teachers	need	to	build	their	understanding	of	language	and	the	way	it	is	learnt”	(Board	of	Studies	NSW,	1998,	pp.	8-9).	Literacy	from	the	functional	language	perspective	came	with	its	own	substantial	language	knowledge	and	metalanguage	that	proved	very	challenging	for	teachers,	the	public,	media	and	government	(Christe,	2010;	Jones	&	Phillip,	2001).	Halliday's	functional	model	of	language	(Halliday	1974,	1978,	1985)	(Halliday,	1985)	with	its	descriptive	functional	grammar	was	very	different	to	the	
prescriptive	traditional	grammar	previously	taught	in	schools	since	the	19th	century.		The	1994	NSW	English	K-6	Syllabus	mandated	the	use	of	functional	grammar	in	schools,	but	this	move	was	rejected	by	teachers,	public/media	opinion	and	a	new	State	Government	as	too	new,	difficult,	theoretical	and	unnecessary	(Christe,	2010;	Jones	&	Phillip,	2001).		The	reviewed	and	rewritten	1998	syllabus	maintained	the	functional	model	and	text-types	framework,	but	replaced	the	problematic	functional	grammar	terminology	with	that	of	traditional	grammar.	The	functional	model	of	language	as	applied	to	school	literacy	had	a	significant	impact	in	reshaping	teachers’	literacy	knowledge,	particularly	given	the	rejection	of	explicit	use	of	grammar	and	language	structure	in	whole	language	teaching.	This	is	evidenced	in	the	substantial	and	ongoing	production	of	support	materials	for	knowledge	about	functional	language	theory,	pedagogical	practices,	and	knowledge	about	grammar,	including	a	proliferation	of	grammar	
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texts	for	both	teachers	and	students.		In	the	following	examples	of	resources	created	for	teachers,	the	titles	illustrate	the	considerable	need	for	technical	literacy	knowledge	as	well	as	the	reshaping	of	literacy’s	relevance	to	teaching	curriculum	areas	other	than	English:	Writing	science:	Literacy	and	discursive	
power		(Halliday	&	Martin,	1993);	What	a	functional	approach	to	the	writing	task	
can	show	teachers	about	'good	writing'	(Martin	&	Rothery,	1986);	Genre	and	
literacy:	the	role	of	a	functional	model	of	language	(Martin,	1993);	Language	and	
social	power:	procedure	(Disadvantaged	Schools	Project,	1988a);	Teaching	
factual	writing,	(Callaghan	&	Rothery,	1988);	How	texts	work,	(Derewianka,	1990);	Context-Text-Grammar,	(Knapp	&	Watkins,	1994);	A	grammar	companion	
for	primary	teachers,	(Derewianka,	1998).	At	this	time,	literacy	was	framed	explicitly	in	the	teaching	of	reading	and	writing,	even	though	curriculum	documents	were	typically	organised	around	strands	of	reading,	writing,	speaking	and	listening.		The	emphasis	of	constructing	and	deconstructing	genres	through	reading,	but	more	through	writing,	maintained	the	privileged	status	of	written	text	of	past	conceptualisations	of	school	literacy.		Christie	notes	the	significance	of	this	alignment	of	literacy	primarily	with	the	written	language	domain.	As	the	twenty-first	century	dawned,	a	great	deal	had	changed.		Literacy	had	become	a	major	theme	in	government	policy	in	all	English-speaking	nations,	while	significant	resources	were	devoted	to	the	professional	preparation	of	teachers	to	teach	literacy.		Adoption	of	the	term	‘literacy’	rather	than	reading	and	writing,	represents	a	significant	gain,	underscoring	the	fact	that	they	are	two	aspects	of	the	same	phenomenon:	namely,	using	written	language.	(Christie,	2010,	p.	9)	
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Christie	also	notes	the	long-standing	pairing	of	language	and	literacy,	where	language	refers	to	oral	language	(listening	and	speaking).		This	highlights	the	notion	of	literacy,	per	se,	as	the	gaining	and	expressing	of	meaning	via	written	text	through	competency	in	reading	and	writing.		Interestingly,	the	collocation	of	language	with	literacy,	typically	language	and	literacy,	positioned	oral	language	as	the	precursor	to	written	language,	and	the	indispensible	adjunct	to	the	development	and	control	of	written	text	(Christie,	2003,	2004,	2005).				However,	the	neatness	of	this	taxonomy	in	signifying	literacy	as	the	uniquely-written	aspect	of	language	acquisition	and	development	was	challenged	by	the	emergence	of	new	understandings	of	literacy	with	a	much	wider	scope.	
Literacy	as	multiliteracies	-	the	early	21st	century		A	feature	of	the	beginning	of	the	21st	century	was	the	development	of	cheaper	printing	technologies	and,	subsequently,	digital	technologies	for	creating	and	displaying	images.	This	technological	expansion	afforded	the	inclusion	of	visual	components	in	teaching	and	learning	materials.		Unsworth	(2006)	described	visual	text	as	being	responsible	for	significantly	increasing	meaning-making,	semiotic	potential	in	both	society	and	schooling.	He	stated	“Today	both	language	and	images	are	integral	to	the	texts	we	use.	As	well	as	making	meanings	separately,	language	and	images	combine	to	make	meanings	in	new	ways	in	contemporary	texts”	(p.	1201).		Hence,	Bean	(2001)	argued	that	conceptualisations	of	literacy	needed	reframing	to	account	for	new	non-traditional	texts.	She	noted:	Our	understanding	of	what	it	means	to	be	literate	in	the	new	millennium	has	expanded	dramatically	in	scope.		We	have	moved	well	beyond	the	view	that	literacy	is	the	ability	to	read	and	write…[to]	ability	to	read	and	
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write	about	multiple	forms	of	print…textbooks,	novels,	magazines,	Internet	material	and	other	sociotechnical	sign	systems	conveying	information,	emotional	content,	and	ideas	to	be	considered	from	a	critical	stance.	("Redefining	content	area	literacy"	para.	4.)	The	move	to	an	expanded	definition	of	literacy	as	literacies,	multiple	
literacies	and	multiliteracies	began	with	the	New	London	Group’s	(1996),	‘manifesto’	which	reasoned	that	literacy	practices	for	creating	and	interpreting	meaning	could	no	longer	be	limited	to	traditional	print	text,	but	should	comprise	all	forms	of	text	and	discourse	across	multiple	semiotic	systems	-	print,	visual,	aural,	gestural,	spatial.		Baker	(2010)	has	since	extended	the	definition	so	that	multiple	literacies	includes	working	with	new	and	developing	texts	made	possible	by	a	proliferation	of	digital	technologies	and	other	representational	modes	of	communication.		This	broader	view	of	literacy	is	demonstrated	in	changing	everyday	practices.	It	has	become	commonplace	to	observe	that	communication	in	the	21st	century	is	no	longer	limited	to	print-based	forms	of	literacy…Meaning	is	made	in	ways	that	are	increasingly	multimodal	–	in	which	linguistic	modes	of	meaning	interface	with	visual,	gestural	and	spatial	patterns	of	meaning.	(pp.	61-62)	The	impact	of	new	digital	technologies	in	expanding	the	focus	of	literacy	from	print	to	multiple	modes	of	communication	demanded	a	reconceptualisation	of	literacy.		Luke,	Freebody	and	Land	(2000)	redefined	literacy	as	“…the	flexible	and	sustainable	mastery	of	a	repertoire	of	practices	with	the	texts	of	traditional	and	new	communications	technologies	via	spoken,	print,	and	multimedia.	(Luke	et	al.,	2000,	p.	9).		Importantly,	this	definition	aligned	with	the	existing	
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multiliteracies	conceptualisation	(New	London	Group,	1996)	because	it	reinforced	literacy	as	culturally	and	socially-driven	practices	while	maintaining	the	value	of	existing	(traditional)	modes	of	reading	and	writing.		However,	it	also	encompassed	new	communication	modes	and	media.		Further,	it	signalled	the	variable	nature	of	literacy	and	acknowledged	the	cultural	need	for	a	range	of	literacy	skills	that	could	accommodate	ongoing	social	and	technological	change	and	the	critical	thinking	abilities	to	navigate	these	changes.	The	decline	of	written	language	as	the	privileged	semiotic	criterion	for	literacy	(Kress,	2000)	underpins	the	multiliteracies	approach.		However,	the	motivation	of	new	technologies	notwithstanding,	capacity	in	traditional	print-based	literacy	is	considered	insufficient	preparation	for	current	communication	platforms	because	it	lacks	the	affordances	for	individuals	to	maintain	authentic	social	purpose	in	the	multiple	and	diverse	cultural,	linguistic,	and	global	contexts	that	evolved	in	the	late	20th	century,	and	now	dominate	the	early	21st	century	(Cervetti	et	al.,	2006;	Cole	&	Pullen,	2010;	Lankshear	&	Knoebel,	2006;	New	London	Group,	1996).			Further,	the	New	London	Group	reasoned	that	a	traditional	conceptualisation	of	literacy	could	not	accommodate	the	critical	judgement	needed	to	engage	with	diverse	texts	from	equally	diverse	sources	and	cultures.		Hence	the	need	for	critical	framing	(Cope	&	Kalantzis,	2012;	New	London	Group,	1996)	or	critical	literacy	(Andreotti,	2006;	Anstey	&	Bull,	2006)	was	proposed.	The	basis	of	cultural	positioning	was	identified	as	intrinsic	to	literacy	practices	required	for	social	functioning	in	a	multiliterate,	global	society.	The	multiliteracies	conceptualisation	of	literacy	represents	the	most	significant	reshaping	of	literacy	in	the	20th	century.		It	dramatically	and	forcefully	challenged	earlier,	traditional	perfunctory	understandings	such	as	that	of	
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UNESCO,	presented	above.		The	challenge	is	realised	in	the	contrast	of	defining	literacy	in	rudimentary	terms	of	reading	and	writing	a	simple	sentence	against	multiple	literacy	practices.			This	contrast	is	illustrated	in	the	following	bricolage	of	Mr	Christidi’s	and	Mrs	Low’s	21st	century	‘multiliteracies’	classroom.	This	bricolage	(2000s-2010s)	draws	on	analysis	of	syllabus	and	curriculum	documents	which,	at	the	time,	began	to	address	language	genres	and	text-types	as	well	as	new	strands	of	viewing	and	representing	(Board	of	Studies	NSW,	1998,	2012)	and	(Department	of	Education	and	Training	NSW,	2009).	This	occurred	along	with	classroom	'by-products'	of	earlier	research	in	language	and	grammar	(Christie,	1989;	Cope	&	Kalantzis,	1993;	Disadvantaged	Schools	Project,	1988b;	Halliday,	1985;	New	London	Group,	1996)	such	as	writing	and	grammar	guides	(Derewianka,	1998).		Teaching	scaffolds	for	literacy	teachers,	again	the	result	of	research	and	important	support	material	at	this	time	of	major	change,	also	inform	this	bricolage	(Department	of	Education	and	Employment	(DFES),	2002;	Freebody	&	Luke,	2003;	Hill,	2004;	Lankshear	&	Knoebel,	2006).		The	bricolage	draws	on	student	materials	that	underpinned	everyday	literacy	activity,	including	work-books	(Wheldall	&	Beaman,	2000)	and	reading	books	(Baker,	2004;	Pearson,	2008).		The	bricolage	draws	considerably	on	the	researcher's	own	experience	at	the	time	-	teaching	in	primary	schools,	delivering	professional	learning	for	teachers,	and	reviewing	and	preparing	state	syllabus	documents.	Mr	Christidi	and	Mrs	Low	are	planning	next	week’s	Literacy	Hour	for	their	Years	1	and	2	classes.	They	are	lucky	to	have	a	TA	(teaching	assistant)	who	will	take	guided	reading	groups	and	the	differentiated	phonics	workgroups.		The	week’s	focus	is	a	Human	Society	and	Its	Environment	
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(HSIE)	unit	on	homes.		The	classes	are	going	to	talk,	read	and	write	descriptions	of		‘our	homes	and	our	community’.		Literacy	Hour	work	will	use	two	factual	texts:	big	books	about	homes	and	local	communities	(J.	Baker,	2004;	Pearson,	2008)	and	photographs	taken	by	the	children.	Mr	Christidi	and	Mrs	Low	have	identified	information	reports	as	their	text	of	the	week	for	both	reading	and	constructing.	They	have	identified	simple	sentences	as	the	written	language	unit	of	meaning	to	develop	this	week.			The	children	will	compare	written	sentences	from	their	factual	text	with	the	spoken	texts	they	hear	when	talking	about	their	homes	and	communities.		Reading	and	viewing	of	factual	texts	from	the	school	library	and	teacher-selected	sites	in	a	webquest	will	augment	the	children’s	gathered	information.	The	teachers	plan	from	syllabus	outcomes	(Board	of	Studies	NSW,	1998)	to	address	‘learning	about’	and	‘learning	to’	knowledge,	skills	and	understandings	for	reading,	writing,	listening	and	speaking.		Their	most	recent	teacher	resource	(Department	of	Education	and	Training	NSW,	2009)	emphasises	quality	literacy	approaches	to	address	fundamental	skills	of	reading,	writing,	listening	and	speaking,	now	broadened	to	include	viewing	and	representing.	Mr	Christidi	and	Mrs	Low	find	themselves	referring	more	to	literacies	than	literacy.	Even	more	so,	the	teachers	are	increasingly	drawing	on	pedagogical	approaches	that	focus	on	critical	aspects	of	literacy	development	to	engage	children	in	questioning	the	information	they	come	across.	This	week,	each	day’s	literacy	hour	will	have	sessions	for	whole	class	work,	independent	work,	guided	work,	and	end	with	a	plenary.		This	
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allows	explicit	and	systematic	teaching	that	is	integrated	with	real	life	literacy	practices	and	social	and	cultural	contexts.		It	also	provides	a	balance	of	modelled,	guided	and	independent	teaching.	Monday’s	whole	class	work	will	involve	shared	reading	of	the	two	big	books,	a	factual	text	Me	and	My	Community	(Pearson,	2008)	and	a	picture	book,	Belonging	(J.	Baker,	2004).		They	will	compare	the	written	descriptions	(sentences)	found	in	these	texts	with	oral	descriptions	(words	and	phrases)	recorded	in	their	groups	following	their	community	walks	and	webquest	tours.		Working	with	words	in	spelling	will	deal	with	topic-related	vocabulary,	working	out	correct	spellings	on	the	Interactive	Whiteboard	and	checking	them	with	the	online	dictionary.	Independent	work	will	involve	reading	through	the	big	books	with	a	partner	and	recording	facts	of	interest.		The	children	will	do	some	follow-up	work	with	a	teacher	who	will	model	note-taking	on	chart	paper	and	display	the	finished	notes	on	the	wall	along	with	the	children’s	recorded	notes.		In	the	day’s	plenary,	at	the	end	of	Literacy	Hour,	the	children	will	contribute	their	recollections	of	what	they	have	learned,	while	the	TA	scribes	the	information,	grouping	it	in	sections	with	headings	suggested	by	the	children.		The	following	week,	Mr	Christidi	and	Mrs	Low	will	develop	sentence	and	description-writing	further	and	undertake	some	assessments	using	prepared	checklists.		The	Literacy	Hour	will	have	differentiated	group	work	in	phonics	and	differentiated	groups	for	reading,	using	the	library	texts	about	houses	and	the	community.		The	TA	works	with	the	low-progress	readers	to	develop	their	word	attack	skills,	sight	words	and	fluent	reading	of	connected	text.		
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The	children	are	enjoying	having	their	own	teacher	and	their	own	book	for	this	work	(Wheldall	&	Beaman,	2000).		Later,	the	children	will	work	in	pairs	to	present	what	they	have	learned	about	homes	in	their	community	using	PowerPoint.		They	will	use	text	jointly	constructed	by	the	class	previously	along	with	their	own	new	writing	and	oral	commentary,	pictures	and	diagrams.		The	PowerPoints	will	be	shown	to	parents	at	the	unit’s	culminating	activity,	the	celebration	of	learning.	During	teaching	and	learning	engagements,	Mr	Christidi	and	Mrs	Low	make	sure	they	assess	children’s	capabilities	to	interact	with	and	create	print-based,	spoken,	visual	and	digital	texts.		The	teachers	have	embraced	the	Four	Resources	Model	(Freebody,	1992;	Freebody	&	Luke,	1990,	1999)	to	ensure	the	children	develop	the	range	of	decoding	and	encoding	skills:	“code-breaking,	meaning-making,	text-using	and	text	analyse	resources	(Department	of	Education	and	Training	NSW,	2009,	p.	18).		Mr	Christidi	and	Mrs	Low	have	found	that	an	adaptation	of	the	Four	Resources	Model	(Hill,	2004)	also	works	well	for	assessing	children’s	engagements	and	capabilities	with	digital	resources.	Mr	Christidi’s	and	Mrs	Low’s	literacy	hour	illustrates	the	cultural	analysis/multiliteracies	model	of	English	in	Christie	and	Macken-Horarik’s	(2011)	framework.		The	children	work	in	the	authentic	setting	of	making	sense	of	their	own	homes	in	a	community	setting,	gathering	authentic	personal	data	to	collate	with	other	information	from	external	print	and	online	sources.		This	work	reflects	how	making	meaning	through	particular	variations	of	texts	is	socially	situated	and	socially	constructed.			Mr	Christidi	and	Mrs	Low	direct	the	children’s	engagement	in	a	variety	of	communication	modes	of	traditional	print,	visual,	and	
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oral	communication.		The	children’s	final	document	is	multimodal	and	computer-generated	with	a	targeted	audience,	requiring	developing	skills	of	traditional	reading	and	writing	as	well	as	digital	technologies.		Christie	and	Macken-Horarik	(2011)	argue	that	this	conceptualisation	of	literacy	takes	for	granted	the	diverse	and	demanding	capacities	children	must	acquire	across	a	range	of	semiotic	systems.			The	capacity	to	be	critically	literate	is	embedded	in	the	work	Mr	Christidi	and	Mrs	Low	have	planned	for	Years	1	and	2.		For	example,	children	are	making	judgements	and	evaluations	of	what	is	useful	(images,	jointly-generated	text,	ideas	from	factual	texts)	and	decisions	about	inclusions	of	relevant	information	(PowerPoint	construction).		The	control	that	children	have	over	how	they	make	meaning	is	in	stark	contrast	to	the	basic	skills	model	of	literacy	and	didactic	pedagogy	of	Rose’s	day,	recounted	in	an	earlier	bricolage.		In	this	regard,	Mr	Christidi’s	and	Mrs	Low’s	program	reflects	the	critical	framing	pedagogy	of	Kalantzis	and	Cope’s	(2012)	framework	where	“pedagogy	does	not	focus	on	mechanical	skills	or	learning	facts	or	rules	separated	from	their	use”	(p.	148).	For	the	teachers,	like	Mr	Christidi	and	Mrs	Low,	the	literacy	knowledge	required	for	a	mutliliteracies/cultural	analysis	approach	to	literacy	was	an	accumulation	of	much	that	has	gone	before.		Christie	and	Macken-Horarik’s	(2011)	discussion	of	the	various	models	of	English	points	out	that	all	models	had	emerged	by	the	late	20th	and	early	21st	centuries,	noting	that	each	had	made	significant	impact	on	curriculum	in	ways	that	added	rather	than	replaced.		That	is,	in	the	21st	century,	teachers’	literacy	knowledge	encompassed	basic	skills	demonstrated	through	creative	engagement	in	functional	text-types,	but	also	traversed	the	critical	use	of	multimodal	texts	and	additional	semiotic	systems	of	
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meaning.			The	implications	were	significant	for	provision	of	teachers’	literacy	knowledge	in	ITE	and	the	construction	of	the	literate	teacher	to	account	for	literacies	rather	than	literacy.	
Literacy	as	new	and	critical	literacies	–	the	current	era	The	term	literacy	maintains	currency	in	Australian	curricula	in	the	second	decade	of	the	21st	century.		However,	the	understanding	of	literacy	as	reading	and	writing	only,	with	speaking	and	listening	as	the	indispensable	but	nonetheless	separate	adjunct	oral	language,	has	been	replaced	by	literacy,	with	
literacies	also	in	widespread	use	as	an	umbrella	for	both	the	receptive	and	expressive	making	of	meaning	in	multiple	modes	via	multiple	media	(Department	of	Education	and	Training	NSW,	2009).	The	conceptualisation	of	literacy	as	multiliteracies	remains	relevant	even	as	new	digital	and	media	literacies	make	an	impact	on	teaching	and	learning	practices	in	schools.		However,	the	term	multiliteracies	often	represents	increasing	proliferation	of	differentiations	rather	than	a	distinctly	new	reshaping	of	literacy.		Cervetti,	Damico	and	Pearson	(2006)	signalled	the	aspect	of	differentiation,	as	pre-service	educators	divide	the	discourse	between	new	literacies	and	multiple	literacies	“Discussions	of	new	literacies	tend	to	involve	new	technologies,	while	discussions	of	multiple	literacies	tend	to	involve	many	literacies	and	modalities	beyond	print	literacy…”	(p.	379).	Christie	and	Macken	Horarik	(2011)	see	the	defining	features	of	new	literacies	as	the	diversity	of	literacy	engagements	that	are	sometimes	local	and	sometimes	global,	reflecting	diverse	cultural	and	personal	identities.		Kalantzis	and	Cope	(2012)	add	the	defining	feature	of	technology	where	literacy	engagements	are	mediated	by	digital	technology,	popular	culture	and	new	
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media.		They	also	strongly	emphasise	the	skills	of	critical	literacy	-	the	understanding	that	learners	are	everyday	users	and	makers	of	authentic	texts,	and	consequently	they	need	to	be	informed	analysts	of	texts.		The	critical	element	in	this	definitional	change	is	about	the	positioning	of	the	learner	as	a	receptive	and	expressive	user	of	text	to	navigate	everyday	social	practices	(Andreotti,	2006;	Gee,	2006).		This	critical	aspect	has	origins	in	the	understandings	of	social	power	of	the	genre	approach	(Cope	&	Kalantzis,	1993;	Luke,	1995),	but	in	even	broader	ideologies	of	literacy	as	social	capital	drawing	on	Freire’s	and	Bourdieu’s	economic	and	cultural	capital	(Carrington,	2001).		These	defining	features	of	current	literacy	understandings,	new	and	multiple,	necessitate	an	expansion	of	teachers’	literacy	knowledge	well	beyond,	but	nonetheless	inclusive	of	the	traditional	literacy	skills	of	phonics	and	comprehension,	spelling	and	sentence	construction.	The	conceptualisations	of	literacy	described	so	far	in	this	chapter,	in	terms	of	defining	features,	illustrate	the	continuous	reshaping	of	literacy	in	school	education.		The	reshapings	present	as	responses	to	social	needs	such	as	functional	skills	to	empower	post-war	social	reconstruction,	or	to	research	findings	about	language	such	as	functional	studies	around	the	nature	of	texts.			Consequent	to	each	reshaping	is	the	significant	change	in	pedagogy	as	each	reshaping	is	enacted	in	the	classroom.	Cope	and	Kalantzis’	(2012)	model	explains	how	these	pedagogical	changes	create	a	different	role	for	the	teachers,	such	as	the	dramatic	role	contrast	in	the	didactic	pedagogy	of	basic	skills	literacy	of	the	early	20th	century	and	that	of	1970s	personal	growth	illustrated	in	the	two	bricolage	texts	shown	earlier.	For	this	study,	the	most	significant	consequence	of	each	reshaped	conceptualisation	of	literacy	is	the	change	in	literacy	knowledge	
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required	by	teachers	to	meet	each	day's	expectations	successfully.		Sometimes	this	change	involves	the	subsuming	of	previous	knowledge	as	shown	in	the	shift	to	the	personal	growth	model	of	literacy.		At	other	times,	this	change	required	the	addition	of	a	considerable	amount	of	new	knowledge.	For	example,	the	complex	grammatical	knowledge	necessary	to	teach	functional	studies	of	language	using	genres.	More	recently,	the	changes	require	a	differentiation	of	existing	knowledge,	as	in	new	literacies	set	within	multiliteracies/cultural	analysis.	For	pre-service	teachers,	the	provision	of	all	forms	of	literacy	knowledge,	new	or	otherwise,	necessary	for	teaching	is	the	responsibility	of	ITE	institutions.			This	provision	becomes	challenging	when,	as	Christie	and	Macken-Horarik	(2011)	argue,	literacy	knowledge	represents	an	accumulation	of	the	knowledges	from	preceding	conceptualisations.		Currently,	as	illustrated	in	the	Christidi	and	Low	bricolage,	teachers	require	knowledge	of	basic	skills	(traditional	phonics,	spelling,	sentence	structure),	functional	understandings	of	text	variation,	functional	grammar	conception	expressed	in	traditional	terminology,	knowledge	of	literacy	with	a	digital	technology	context,	and	knowledge	of	critical	analysis	in	relation	to	literacy.		The	coverage	of	such	broad	material	is	difficult	enough	in	an	ITE	program,	but	the	matter	is	complicated	further	when	other	ways	in	which	society	understands	literacy	are	juxtaposed	against	these	knowledge	sets,	.	This	is	what	Graff	(2001)	describes	as	"literacy's	other	multiple	and	intertwining	strands"	(p.	6).		Two	of	these	are	significant	in	my	consideration	of	current	provision	of	literacy	knowledge	in	ITE	programs.	The	first	is	the	flourishing	growth	in	alternative	or	pseudo	literacies,	and	the	second,	and	most	importantly,	AITSL’s	requirement	of	personal	literacy	knowledge	as	a	measure	of	teacher	
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quality.		The	next	two	sections	of	this	chapter	provide	insight	into	these	conceptualisations	of	literacy	in	relation	to	school	education.	
Pseudo	literacies	The	term	literacy	maintains	widespread	international	potency	beyond	the	classroom	in	professional	areas	allied	with	education.		For	example,	the	Organisation	for	Economic	Cooperation	and	Development	(OECD)	maintains	a	strong	focus	on	literacy,	particular	in	its	Programme	for	International	Student	Assessment	(PISA)	of	literacy	which	creates	global	rankings	of	literacy	standards	(OECD,	2009).		Potency	of	the	term	literacy	is	also	revealed	in	name	changes	made	to	educational	professional	organisations	in	the	past	fifteen	years.		For	example,	the	United	Kingdom	Reading	Association,	founded	in	1963,	changed	to	the	United	Kingdom	Literacy	Association	in	2003,	to	reflect	more	accurately	its	wider	range	of	concerns	beyond	reading	(United	Kingdom	Literacy	Association,	2012).		Similarly,	the	Australian	Reading	Association	(ARA),	founded	in	1975,	became	the	Australian	Literacy	Educators'	Association	(ALEA)	in	1995	(Australian	Literacy	Educators'	Association,	2012).	Adoption	of	the	term	literacy	beyond	the	classroom	is	evidenced	in	a	wide	range	of	social,	political,	business	and	cultural	areas.		The	term	is	increasingly	variously	used	to	align	with	areas	of	content,	subject	disciplines	or	everyday	social	practices	such	as	computer-literacy,	scientific-literacy,	digital-literacy,	financial-literacy,	cultural-literacy,	religious-literacy,	mobile	phone-literacy.			While	literacy	has	always	been	contested	as	a	concept	(de	Castell	et	al.,	1986;	Freebody,	2007;	Hasan	&	Williams,	1996;	Luke,	1988;	Snyder,	2008)	this	proliferation	of	usage	points	to	alternative	interpretations	of	what	literacy	has	traditionally	been	taken	to	mean.		For	example,	an	alternative	use	of	–literacy,	in	
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an	expression	such	as	retirement-literacy,	does	not	refer	to	a	semiotic-based	meaning-making	system	reliant	on	traditional	alphabetic	skills	of	reading	and	writing.	Nor	does	it	represent	a	form	of	schooled	or	functional	literacy,	or	in	linguistic	terms,	literacy	as	competency	in	coding	and	decoding	semiotic	systems	whereby	control	of	a	semiotic	system	enables	expressive	and	receptive	meaning-making	(Christie,	2005;	F.	Christie	&	R.	Misson,	1998;	Graff,	2001).	Rather,	the	employment	of	the	term	literacy	currently	in	public	domains	more	typically	refers	to	the	generic	capacity	for	gaining	knowledge	specific	to	the	demonstration	of	competence	and	empowered	decision-making	in	everyday	tasks.		A	few	examples	illustrate	the	point:	financial	literacy	is	an	example	occurring	in	government	policy	discussions,	banking	communications,	news	media	(Australian	Securities	and	Investment	Commission,	2011	March;	Commonwealth	Bank	Foundation,	2004;	Wiliams,	2012,	April	9);	Asia	literacy	is	an	example	of	awareness	and	capacity	to	engage	as	a	global	citizen	occurring	in	political	planning	(O'Keefe,	2012);	Catholic	Religious	Literacy	is	an	example	of	knowing	and	understanding	Catholic	doctrine	occurring	in	church	culture	(Bishops	of	NSW	and	the	ACT,	2007).		However,	whether	this	appropriation	of	the	term	signifies	a	new	model	of	literacy,	is	contested.		Sensenbaugh's	(1990)	first	questioning	of	alternative	literacies	suggested	that	they	represented	a	“broadening	scope	of	literacy”	(p.	1)	noting	a	common	theme	in	the	documents	that	“literacy	is	more	than	just	being	able	to	read	and	write”	(p.	1).			Contemporary	notions	of	literacy	encompassing	multiple	semiotic	systems	of	coding	and	decoding	as	well	as	critical	analysis	do	not	resolve	the	confusion.		The	coding	feature	is	what	Graff	(2001)	refers	to	as	“distinct	literacies”,	that	is,	literacy	is	viewed	as	competencies	with	semiotic	
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systems	whereby	control	of	symbols	enables	meaning-making.		This	is	a	helpful	basis	on	which	to	understand	the	burgeoning	of	alternative	literacies.		For	example,	accomplishment	in	Financial	literacy,	Asia	literacy	and	Catholic	
Religious	literacy	does	not	require	competency	in	their	own	unique	semiotic	systems.	In	contrast,	Graff’s	“distinct	literacies”	are	visible	in,	for	example,	print	text,	as	reading	it	requires	the	acquisition	of	grapho-phonic	skills;	music,	as	playing	it	requires	aural	and	visual	skills	with	its	semiotic	of	stave	and	note	notation;	mathematics,	as	operating	it	requires	alpha-numeric/scientific	notation,	and	signing.	as	communicating	it	requires	a	hand	sign,	gesture	and	lip-reading	system.		Therefore,	this	review	proposes	that	alternative	literacies	such	as	financial	literacy,	should	be	taken	to	refer	to	capacities	and	competency	in	participating	in	particular	discourses	and	activities	enabled	by	acquisition	of	factual	knowledge.		Graff	(2001)	acknowledges	these	burgeoning	literacies	are	widely	used,	but	argues	they	"signify	little	more	than	a	semantic	name	game”	(p.	7).	 The	deception	in	this	semantic	name	game	makes	these	alternative	literacies	pseudo	literacies,	as	the	term	literacy	associates	the	know-how	and	knowledge	of	a	content	domain	or	a	social	task	with	the	status,	complexity	and	semiotic	basis	of	school-based	literacy,	alphabetic,	mathematical	and	so	on.		The	deception	is	reinforced	when	alternative	literacies	emerge	in	curriculum	content	taught	in	schools.		For	example,	financial	literacy	recently	included	in	new	Australian	Curriculum	(Australian	Curriculum	and	Reporting	Authority	(ACARA),	2012;	Gillie,	2013).	Despite	their	seeming	irrelevance	to	school	education,	confusion	created	by	pseudo	literacies	has	a	bearing	on	teachers’	literacy	knowledge	and	the	
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provision	of	literacy	knowledge	in	ITE	programs.		Graff	(2001)	noted	that	"Inflation,	exaggeration,	and	confusion	of	literacy	with	other	forms	and	modes	of	practice,	learning	and	schooling	is	a	regular	feature	-	and	a	great	danger	–	of	many	discussions	of	these	timely,	and	critical	subjects"	(p.	2).		Christie	(2005)	suggests	that	such	confusion	could	well	mean	that	the	term	literacy	disappears	altogether	as	its	usefulness	is	diluted.		Notwithstanding	the	ever-expanding	scope	of	pseudo	literacies	such	as	“physical	literacy"	(Whitehead,	2010),	and	“retirement	literacy”	(Brooks,	2014),	provision	of	relevant	knowledge	and	clear	understandings	of	what	literacy	is	and	is	not,	is	a	responsibility	for	pre-service	teacher	education.		Once	in	the	workplace,	teachers	bear	the	responsibility	for	students’	literacy	success	and	literacy	failure.	This	chapter	has	framed	the	development	of	literacy	in	the	context	of	school	education.		For	my	study,	the	conceptualisations	illustrate	the	linear	nature	of	literacy	that	evolves	and	reshapes	to	fulfill	educational	needs	to	mediate	social	and	cultural	activity	through	language	and	other	semiotic	systems.		Changes	in	literacy	are	not	merely	in	advanced	ideas	and	discoveries,	as	in	hierarchical	disciplines	such	as	mathematics	and	history;	changes	are	in	practice,	and	the	reshaping	of	existing	knowledge	and	practices	to	meet	new	social	and	cultural	challenges.		The	implication	for	my	study	is	the	significance	of	evolving	conceptualisations	of	literacy	for	teaching	curriculum	and	teaching	practice,	but	especially	for	teacher	knowledge.		There	is	particular	significance	for	understanding	society’s	expectations	of	teachers	as	literate	professionals,	and	for	the	varying	ways	in	which	the	shape	of	the	literate	teacher	is	constructed.	This	chapter	serves	to	position	the	following	exploration	of	personal	literacy	
knowledge,	the	literacy	notion	at	the	centre	of	my	study,	a	critical	notion	
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uncertain	and	unclear	thus	far.		This	chapter’s	exploration	of	literacy	is	extended	in	the	short	Chapter	3	that	follows.		The	Chapter	3	conclusion	serves	both	chapters.		 	
	 69	
CHAPTER	3:	PERSONAL	LITERACY	
Introduction	This	chapter	focuses	on	the	term	personal	literacy	knowledge	as	it	emerged	in	reviews,	reports	and	statements	around	teacher	quality	and	the	move	towards	standards-based	education	in	Australia.		Personal	literacy	knowledge	took	hold	as	the	basis	of	recommended	pre-service	testing.		The	goal	of	this	chapter	is	to	seek	clarification	of	how	personal	literacy	knowledge	has	been	used,	and	to	gain	a	sense	of	definition	and	constituency,	either	linguistic	or	pedagogical.		This	is	to	serve	as	a	basis	for	determining	validity	of	personal	literacy	knowledge	as	a	construct	rather	than	just	a	fleeting	notion.		This	focus	also	seeks	substance	in	the	notion	so	as	to	examine	usefully	teacher	education	programs	and	identify	its	provision	for	pre-service	teachers.	Teaching	Australia’s	(2007)	report	included	personal	literacy	knowledge	in	discussion	and	recommendations	to	address	teacher	quality	in	Australia.		The	report’s	motivation	related	to	lower	rankings	in	international	literacy	assessments,	low	achievement	in	national	literacy	testing,	and	proposals	for	national	professional	standards	for	teachers	(Department	of	Education	Science	and	Training,	2005,	2007).		Following	implementation	of	NSW	state	professional	teaching	standards	as	Graduate	Teacher	Standards	and	ITE	Program	Standards	in	2004,	the	new	national	teaching	regulator	(AITSL)	released	national	standards	in	2011.		Subsequently,	federal	and	state	governments	made	teacher	literacy	a	priority	after	the	TEMAG	review	Action	Now	(2014)	announced	reforms	for	“raising	the	overall	quality”	of	ITE	and	graduate	teachers	(TEMAG,	2014,	p.	xi).		Testing	of	pre-service	teachers’	personal	literacy	knowledge	was	one	of	those	reforms.		Responses	to	such	testing	from	teacher	educators	was	typically	
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critical	”A	literacy	test	for	teachers	is	an	example	of	a	clear,	simple	and	wrong	answer	to	the	complex	problem	of	a	long	underachieving	tail	in	Australian	classrooms“	(Adoniou,	2014,	p.	3).		Currently,	the	Literacy	and	Numeracy	Test	for	Initial	Teacher	Education		(LANTITE)	is	in	place.		The	test	bars	pre-service	teachers	from	final	professional	experience	(Internship)	until	a	test	pass	has	been	achieved,	hence	LANTITE’s	high-stakes	nature	–	a	serious	challenge	to	ITE	programming,	teacher	educators	and	pre-service	teachers.		The	need	to	interrogate	the	‘personal	literacy	knowledge’	in	this	reform	was	presented	to	me	as	crucial.	The	difficulty	with	examining	the	notion	of	personal	literacy	knowledge	is	that	agreed	definitions	could	not	be	found	in	existing	frameworks	of	teachers’	professional	knowledge	(L.	Shulman,	1987).		In	the	Australian	context,	definitions	were	scant	or	non-existent;	in	some	cases,	the	reference	was	to	
personal	literacy	and	in	others	it	was	personal	literacy	knowledge.		Prior	to	debates	about	teacher	quality	this	century,	the	term	had	no	currency	in	the	Australian	school	education	discourse.		Since	2000,	numerous	inquiries,	reports	and	reviews	from	government,	research	within	education,	and	media	debates	drew	on	the	term,	but	none	provided	any	workable	definition	or	detailed	description.		Consequently,	there	was	no	real	understanding	of	what	the	concept	of	personal	literacy	meant,	what	it	looked	like	in	a	teacher	education	program,	or	what	aspects	of	literacy	should	constitute	a	test	of	personal	literacy.		Despite	this	lack,	pre-service	teachers’	personal	literacy	knowledge	became	a	measurable	indicator	of	teacher	quality.		Thus,	there	was	an	urgent	need	to	verify	the	existence	and	nature	of	personal	literacy	knowledge	as	a	valid	construct	of	literacy,	as	well	as	a	credible	category	of	teacher	knowledge.		Definitional	
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information	that	could	differentiate	personal	literacy	from	other	categories	of	literacy	knowledge	would	have	helped	government,	regulator	and	ITE	stakeholders	address	the	challenge	of	its	provision	in	programs	and	reduce	tension	around	the	decision	to	test.		The	following	section	of	this	chapter	examines	a	chronology	from	2000	to	2013	of	significant	government	inquiries	and	reviews	in	order	to	verify	emergence	of	personal	literacy	knowledge	in	the	Australian	ITE	context.		This	chronology	also	attempts	to	establish	some	descriptive	detail.		Both	the	terms	personal	literacy	and	personal	literacy	
knowledge	were	used	in	the	various	review	and	inquiry	documents,	frequently	and	seemingly	interchangeably.		Therefore,	in	the	remainder	of	this	chapter,	the	terms	are	used	as	such.	In	2000,	the	Queensland	Department	of	Education	review	of	school	literacy	and	strategic	plan	(Literate	Futures)	was	the	first	substantial	review	to	refer	to	personal	literacy.		The	review	reported	a	widespread	discontent	in	submissions	in	relation	to	ITE	programs	in	relation	to	literacy	preparation	of	graduate	teachers	(Luke	et	al.,	2000,	p.	15).		The	report	did	not	explicitly	target	pre-service	teachers’	own	personal	literacy;	rather,	it	noted	that	ITE	programs	have	“failed	to	provide	adequate	preparation”	(p.	7).		The	report	did	not	detail	the	content	considered	to	constitute	pre-service	teachers’	literacy.		However,	the	report	rested	on	contemporary	definitions	of	literacy	beyond	traditional	basic	skills	representing	literacy	as	multiliteracies,	including	a	repertoire	of	practices	(Luke	et	al.,	2000;	New	London	Group,	1996).		This	definition	implied	that	pre-service	teachers’	personal	literacy	would	be	included	as	part	of	a	complex	notion	of	literacy	knowledge	and	practices	rather	than	seen	as	merely	the	simplistic	mastery	of	basic	reading	and	writing	skills.	
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In	2001,	Queensland’s	state	regulator	for	teaching,	the	Queensland	Board	of	Teacher	Registration	(QBTR),	first	used	personal	literacy	in	its	report	of	literacy	in	ITE	in	relation	to	teacher	weaknesses	and	future	requirements	(Queensland	Board	of	Teacher	Registration,	2001).		In	reviewing	previous	state	and	national	reports,	QBTR	highlighted	the	concern	about	beginning	teachers’	low	levels	of	personal	literacy	expressed,	in	particular,	by	supervising	teachers.		The	report	frequently	referred	to	“personal	language	and	literacy	competency,	and	standards	of	personal	literacy”	(pp.	31-68).		The	report	developed	the	state’s	first	set	of	professional	teacher	standards	for	pre-service	literacy.		Standard	1	covered	“Personal	literacy,	Intercultural	and	technological	competencies	and	attitudes”	(p.	86).		Personal	literacy	was	not	defined,	but	the	standard	was	elaborated	generally	as	“minimally	acceptable	personal	competencies	in	literacy	and	information	and	communications	technology”	(p.	87).		Some	detail	was	given	in	individual	standards	“1.1…personal	competencies	in	literacy…which	enable	(graduates)	to	model	a	wide	range	of	literate	practices”	and	”1.4...the	relationships	of	language,	multiliteracies,	discourse	and	power	in	the	overlapping	contexts	of	the	school,	the	classroom	and	the	community”	(p.	87).	The	QBTR	report	was	one	of	the	first	government	documents	since	2000	to	foreground	the	notion	of	personal	literacy	in	ITE.		While	the	report	did	not	define	the	notion	or	provide	detail	on	its	constituent	elements,	it	did	point	to	a	model	of	literacy	that	was	beyond	basic	skills	of	a	cognitive-psychological	model.		Literacy	was	seen	as	a	socio-cultural	construct	engaging	multiple	meaning	systems	and	contextually-driven	practices.		This	aligned	with	a	multiliteracies	model	of	literacy.	
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In	2005,	Teaching	Reading	(Department	of	Education	Science	and	Training)	reported	on	a	National	inquiry	into	the	teaching	of	literacy.			Frequent	use	was	made	in	this	document	of	personal	literacy	in	relation	to	the	inquiry’s	concern	about	the	literacy	competency	of	student	teachers	(p.	34).		Various	collocations	emphasised	the	concern	that	“many	students	lacked	the	literacy	skills	required	to	be	effective	teachers	of	reading”	pointing	to	reading	skills	being	seen	as	part	of	personal	literacy.		However,	collocations	such	as,	“command	of	personal	literacy	skills…high	level	of	personal	literacy…foundational	literacy	skills,	personal	literacy	competence”	(pp.	20-109),	gave	scant	knowledge	of	the	constituents	of	personal	literacy.		The	report	differentiated	meta-linguistic	concepts	such	as	phonemic,	awareness,	phonics,	and	the	alphabetic	principle	as	essential	teaching	knowledge,	but	separated	these	from	personal	literacy.		The	report	commended	the	personal	literacy	focus	of	case	study	ITE	programs,	identifying	areas	that	demand	high	personal	literacy	“…education	students’	written	assignments;	their	own	reading	and	writing;	and	grammar	tutorials”	(p.	110).		But,	again,	the	scope	of	specific	literacy	content	in	these	areas	was	absent.	This	report	added	to	the	emerging	construct	of	personal	literacy	with	the	inclusion	of	writing,	reading	and	grammar	as	knowledge	areas.		Terminology	cited	above	–	command,	foundational	and	competence	-	suggests	that	basic	skills	in	reading	and	writing	as	well	as	metalinguistic	knowledge	(grammar)	were	required.		Given	that	current	ITE	entry	for	NSW	expects	secondary	matriculation	exam	marks	of	80%	and	above,	it	is	difficult	to	determine	what	further	basic	skills	could	be	required	of	pre-service	teachers.	In	2006,	Queensland’s	policy	statement	Literacy	–	the	key	to	learning:	
Framework	for	action	(Department	of	Education	and	the	Arts	Queensland,	2006),	
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stressed	the	need	to	increase	teachers’	professional	literacy	knowledge	by	focusing	firstly	on	“personal	literacy	capabilities	of	teachers”	(p.	2).		Personal	literacy	was	presented	as	an	ongoing	developmental	capacity	where	teachers	“increase	their	explicit	knowledge	about	literacy,	their	professional	practice	and	school–community	partnerships”	(p.	2).	The	policy	statement	made	a	clear	connection	between	personal	literacy	and	explicit	knowledge	of	literacy.		It	did	not	specifically	define	or	describe	personal	literacy.		Instead,	approaches	to	teaching	literacy	were	discussed	in	detail,	including	basic	skills	of	reading,	writing,	spelling	and	phonics;	contextualised	learning	of	comprehension;	explicit	genre	approaches	for	addressing	texts	and	grammar,	and	socio-critical	understandings	of	meaning-making	(p.	2).		This	comprehensive	approach	to	teaching	and	learning	suggested	a	wide-ranging,	contemporary	notion	of	literacy	as	knowledge,	skills	and	practices	in	a	socio-cultural	context.		It	could	be	assumed	that	this	pointed	to	an	expectation	that	Queensland	Education	viewed	personal	literacy	with	similar	scope.	 In	2007,	Teaching	Australia’	first	proposal	of	national	professional	standards	for	teachers	recommended	a	focus	on	“personal	literacy”	(Teaching	Australia,	2007,	p.	4)	as	one	of	several	professional	capabilities	and,	therefore,	essential	“professional	knowledge”	(p.	8).	The	proposal	stipulated	“high	standards	of	personal	literacy”	(p.	8)	as	a	core	capability	for	graduating	teachers.		Teaching	Australia	saw	the	ITE	program	as	the	place	to	diagnose	and	develop	personal	literacy,	expanding	the	capability	as:	-	a	high	level	of	literacy	
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-	appreciate	the	critical	role	of	language	and	literacy	skills,	including	multiliteracies,	for	participation	in	society	-	demonstrate	excellence	in	verbal	and	written	communication		(p.	9).	In	terms	of	definition	and	understanding,	personal	literacy	presented	initially	as	both	a	capability	and	professional	knowledge	around	verbal	and	writing	communication	not	limited	to	a	traditional	notion	of	literacy,	but	a	social-cultural/critical	notion	of	literacy	practices	as	multiliteracies.	Also	in	2007,	Top	of	the	Class,	a	federal	government	inquiry	into	teacher	education,	examined	the	preparation	of	teaching	graduates	to	teach	literacy	(Department	of	Education	Science	and	Training,	2007).		The	report	did	not	use	the	term	personal	literacy	in	expressing	concern	over	the	minimum	literacy	skills	of	“entrants	into	teaching”	(p.	37).		However,	the	report’s	recurring	focus	on	students’	own	knowledge	and	skills	was	clear	throughout	the	report,	noting	“their	literacy	skills…literacy	skills	to	the	required	level…high	level	literacy…(p.	xxiv)”	and	“minimum	requirements	for	literacy…students’	literacy…demonstrates	that	they	have	high	level	literacy	skills…”	(pp.	58-60).		This	terminology	paralleled	Teaching	Australia’s	(2007)	proposal	and	the	DEST’s	(2007)	report.		Both	advised	diagnosis	and	development	of	students’	literacy	skills,	and	mandated	assessment	to	demonstrate	high-level	literacy	skills.		Unlike	Teaching	Australia’s	proposal,	Top	of	the	Class	did	not	at	all	define	or	describe	the	high-level	literacy	skills	it	expected	students	to	demonstrate.	The	Top	of	the	Class	report	did	not	contribute	further	to	defining	or	understanding	the	scope	and	constituents	of	students’	own	literacy	skills.		There	were	no	indicators	of	the	knowledge	and	demonstrable	skills	that	might	be	
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required	at	entry	to	an	ITE	program,	or	of	scope	of	personal	literacy	provisions	in	ITE,	or	of	the	constituents	of	a	national	assessment	tool.	In	2009,	the	Australian	Council	for	Educational	Research	(ACER)	undertook	a	review	of	literacy	performance	and	teacher	quality	for	the	Queensland	Government	(Masters,	2009).		The	report	drew	on	the	concerns	about	limited	personal	literacy	standards	of	new	graduates	noted	in	DEST’s	(2005)	national	inquiry	into	the	teaching	of	literacy.		ACER	reiterated	the	“skepticism	among	practising	teachers	about	the	personal	literacy	standards	of	new	graduates”	(Masters,	2009,	p.	62).		The	review	did	not	expand	the	notion	of	personal	literacy,	but	in	its	recommendations	referred	to	testing	of	teaching	graduates’	literacy	knowledge	to	ensure	“sound	levels	of	content	knowledge”	as	well	as	“threshold	levels”	of	teaching	knowledge	(p.	ix).		Masters’	report	linked	personal	literacy	with	literacy	content	knowledge,	but	there	was	insufficient	detail	about	each	component	and	where	there	was	overlap,	or	whether	they	are	the	same	thing.		The	review	foregrounded	the	need	for	testing.	In	2011,	Australia’s	National	Program	Standards,	approved	by	the	Ministerial	Council	for	Education	Early	Childhood	and	Youth	Affairs	(MCEECDYA),	were	released	(Australian	Institute	for	Teaching	and	School	Leadership	(AITSL),	2011a).	These	standards	were	the	first	national	criteria	for	evaluating	and	accrediting	ITE	programs.			Standards	3.1	and	3.2	focused	on	ITE	applicants’	literacy	knowledge	and	competence.		Students’	personal	literacy	was	referred	to	explicitly	“…applicants’	level	of	personal	literacy…should	be	broadly	equivalent	to	those	of	the	top	30	per	cent	of	the	population”	(p.	12).		This	determination	by	the	Australian	regulator	was	a	significant	point	of	challenge	for	ITE	stakeholders	with	the	Australian	Council	of	Deans	of	Education.		The	Deans	
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sought	clarity	and	a	definitive	statement	in	relation	to	precisely	what	literacy	knowledge	the	Australian	population’s	top	30%	should	be	able	to	demonstrate,	and	how	could	that	possibly	be	measured	(Australian	Council	of	Deans	of	Education	(ACDE),	2014)?		Those	challenges	aside,	stakeholders	were	also	concerned	over	the	lack	of	definition	and	elaboration	given	by	AITSL	of	these	new	criteria.	While	there	was	a	benchmark	indicator,	there	was	no	indication	of	language	or	literacy	knowledge	expected	of	the	top	30%	of	the	population.	In	2012,	AITSL’s	response	to	ongoing	discussions	with	the	ACDE	(Australian	Council	of	Deans	of	Education,	2014)	confirmed	personal	literacy	as	the	focus	of	standards	3.1	and	3.2.		These	standards	addressed	entry	requirements	in	the	then	new	national	Program	Standards.		AITSL	used	the	term	
personal	literacy	to	clarify	the	standards.	The	Program	Standards	[3.1	and	3.2]	refer	specifically	to	personal	literacy	…as	measures	of	teachers’	generic	academic	attainment…[and]	therefore	do	not	deal	with	pedagogical	content	knowledge	in	literacy	and	numeracy	(or	other	areas),	or	any	other	attributes	that	students	might	be	expected	to	have	on	graduating	from,	or	indeed	entry	to,	initial	teacher	education.	(Australian	Council	of	Deans	of	Education	(ACDE),	2014).		The	AITSL	response	reinforced	the	top	30%	of	the	population	benchmark	for	“personal	literacy”	(p.	1),	and	tied	that	benchmark	directly	to	“senior	secondary	English	and	Mathematics	scores”	that	are	assigned	as	“proxies	for	personal	literacy	and	numeracy”	(p.	1).			The	communication	referred	to	debates	over	defining	literacy,	by	making	explicit	AITSL’s	view	that	literacy	and	numeracy	in	the	Program	Standards	will	be	accounted	for	by	“achievement	in	English	and	Mathematics”	(p.	1).		Thus,	the	‘proxy’	for	the	top	30%,	could	be	
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represented	as	matriculating	secondary	school	students.		By	implication,	personal	literacy	knowledge	for	entry	to	ITE	could	be	construed,	though	not	usefully,	as	a	typical	‘accumulation’	of	literacy	knowledge	gained	from	an	Australian	school	education.	In	2013,	Federal	Ministers	Bowen	and	Garrett	provided	a	media	release	about	testing	graduating	teachers’	personal	literacy.		The	Ministers	did	not	use	the	term	personal	literacy;	however,	they	did	refer	to	“skills	and	personal	capacity”	(Bowen	&	Garrett,	2013,	p.	1)	in	discussing	literacy	knowledge	and	skills	of	“aspiring	teachers,	new	teachers,	teaching	graduates”	(p.	1).		Literacy	testing	was	argued	as	part	of	“more	rigorous	standards	for	teacher	training…to	improve	the	quality	of	teachers…only	those	who	have	high	levels	of	literacy…will	graduate	and	enter	our	schools”	(pp.	1-2).	The	media	release	formalised	the	federal	government’s	ITE	assessment	agenda.		Like	the	other	reports	and	reviews	above,	the	term	‘high	levels	of	literacy’	was	used,	but	neither	literacy	nor	high	levels	was	defined	or	explained	in	any	meaningful	or	useful	way.		Wilson’s	(2007)	analysis	of	Top	of	the	Class	(Department	of	Education	Science	and	Training,	2007)	made	a	similar	finding.	“I	was	unable	to	find	anywhere	in	this	report	a	definition	or	conceptual	frame	for	understanding	the	term	literacy”	(p.	677).			Also	in	2013,	the	NSW	Government	released	a	new	policy	statement,	
Great	Teaching,	Inspired	Learning,	which	called	for	“well-developed	personal	literacy	skills”	for	entrants	into	teacher	education	as	a	key	feature	of	a	renewed	focus	on	literacy	improvement	in	schools.			The	policy	introduced	a	new	literacy	assessment	mechanism	“designed	to	focus	on	personal	literacy”	(NSW	Department	of	Education	&	Communities,	2013,	p.	8).		This	assessment	was	
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explained	as	the	way	to	“do	more	to	lift	the	quality	of	entrants	into	teacher	education	[and]	strengthen	the	standard	of	teacher	training”	(p.	4).		As	with	government	documents	already	discussed,	explicit	details	or	understandings	of	precisely	what	would	constitute	ITE	entrants’	personal	literacy	knowledge	were	absent	from	this	statement.	In	2014,	AITSL’s	factsheet	for	principals,	careers	teachers	and	potential	ITE	students	sought	to	clarify	expectations	relating	to	literacy	and	numeracy	standards.		The	national	regulator	referred	to	“literacy	essentials…high	standards	of	literacy…literacy	achievement…literacy	proficiency”	(Australian	Institute	for	Teaching	and	School	Leadership	(AITSL),	2014a,	p.	1).		AITSL	reinforced	its	“top	30%	of	the	population	for	literacy…	achievement”	standard	(p.	1)	as	quantifying	these	terms.		It	further	quantified	its	expected	standard	“in	practice”	by	matching	the	top	30%	with	“Year	12	study	scores	that	give	an	indication	of	literacy…achievement	in	the	top	30%”	(p.	1)	–	for	the	various	states	and	territories.		AITSL	noted	that	the	top	30%	standard	was	not	an	ITE	entry	requirement,	but	“an	indication	of	the	literacy	standards…literacy	proficiency”	(p.	1),	an	aim	for	those	considering	a	teaching	career.		The	national	regulator	did	not	use	the	term	personal	literacy	in	this	public	document.		This	may	have	had	more	to	do	with	confusion	over	the	term	where	even	experienced	ITE	academics	sought	clarification	(Australian	Council	of	Deans	of	Education	(ACDE),	2014)	than	the	public	foregrounding	of	essentials,	standards,	achievement	and	proficiency	markers	of	quality	teachers.		Nonetheless,	the	term	personal	literacy	maintained	currency	in	other	regulatory	policy	documents,	as	in	New	South	Wales	(NSW	Department	of	Education	&	Communities,	2013).	
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The	AITSL	factsheet	did	not	define	or	describe	literacy	knowledge.		However,	AITSL	argued	that	high	standards	of	literacy	for	teachers	were	essential	“to	engage	effectively	with	a	rigorous	higher	education	program”	and	“literacy...in	the	classroom	subsequently,	skills	are	essential	for	carrying	out	the	intellectual	demands	of	teaching	itself”	(p.	1).		These	arguments	began	to	provide	some	understanding	of	personal	literacy	and	where	it	might	be	developed.	Namely,		knowledge	and	skills	associated	with	undergraduate	learning	and	the	intellectual	demands	of	everyday	teacher	practice.		However,	I	recognised	early	in	my	study,	that	this	mapping	of	personal	literacy	knowledge	in	relation	to	ITE	programming	would	be	a	considerable	undertaking.	
Discussion	Personal	literacy	is	a	term	used	widely	in	recent	reports	of	government	inquiries	and	reviews.		Over	14	years	it	has	become	a	standard	term	employed	in	ITE	documentation	but	inadequately	developed.		As	a	category	of	literacy	it	presents	as	a	discrete	term	typically	formed	as	personal	literacy,	personal	literacy	
knowledge,	personal	knowledge	and	skills.		Broader	collocations	used	in	reports	have	presented	the	category	variously	as	achievement,	capacity,	proficiency,	competencies,	capabilities,	essentials,	knowledge,	skills	and	understandings.		The	expected	degree	of	personal	literacy	has	typically	designated	levels	or	standards,	most	graded	vaguely	as	‘high’	or	‘sound’.		Thus,	this	overview	finds	personal	literacy	knowledge	to	be	a	loose	term,	insecurely	understood.	A	majority	of	the	reports	identified	the	personal	literacy	evident	in	ITE	programs	and	applicants	as	a	deficit.		The	extension	of	the	argument	was	created	in	discussion	around	need	for	higher	entry	requirements,	graduate	testing	and	further	accreditation	challenges	for	ITE	programs.		What	was	frequently	missing	
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from	the	discussions,	inquiries,	reviews,	and	particularly	the	policy	statements,	was	precisely	what	is	meant	by	personal	literacy,	either	as	knowledge	or	skills.		As	stated	above,	the	lack	of	substantial	detail,	either	definitional	or	in	relation	to	constituents,	presented	a	difficulty	for	ITE	stakeholders	such	as	pre-service	teachers,	teacher	educators	and	supervising	teachers.			It	was	the	challenge	of	addressing	this	difficulty	that	this	study	took	on.		In	order	to	make	possible	analysis	of	representative	ITE	program	data	accurately	rather	than	idiosyncratically,	a	detailed	description	of	personal	literacy	was	desirable.	The	definitional	and	descriptive	information	gained	from	the	reports	was	mixed.		There	were	indicators	of	detail	such	as	verbal	and	written	skills	involving	reading,	writing	and	grammar	knowledge.		Typically,	there	were	generalisations	such	as	language,	communication,	information	and	technology	skills.		Most	detail	on	literacy	in	the	reports	was	about	models	providing	an	explicit	and	distinct	contrast	of	underpinnings	to	what	might	be	understood	as	personal	literacy.	For	example,	discussion	in	some	reports	and	reviews	was	aligned	with	the	cognitive-psychological	model	of	literacy	as	traditional	basic	skills	of	print	text	for	reading	and	writing	(Department	of	Education,	Science	and	Training,	Australia	(2005));	others	adhered	to	a	contemporary	model	of	literacies		and	multiliteracies,	covering	multiple	socially	and	contextually-based	practices	of	meaning-making	across	the	widest	ranges	of	semiotic	systems	(Department	of	Education	and	the	Arts,	Queensland	(2006)).		This	contrast	served	to	confuse	stakeholders	in	ITE	since	the	knowledge,	skills	and	understandings	within	each	model	were	vastly	different.		Thus,	for	ITE	institutions	to	provide	for	pre-service	teachers’	literacy	development,	the	study	sought	to	establish	what	should	be	diagnosed,	supported,	taught,	and	assessed	to	enable	graduation	and	accreditation.	
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The	various	AITSL	contributions	to	the	definition	were	the	most	significant	for	the	profession	because	AISTL	is	the	national	regulator,	it	establishes	the	teacher	standards	and	determines	what	the	profession	will	do	in	response.		AITSL	represented	personal	literacy	primarily	as	encompassing	the	knowledge	to	undertake	an	education	degree,	and	it	aligned	this	knowledge	very	explicitly	with	secondary	school	matriculation	English,	thus	defining	the	proxy	for	personal	literacy	(Australian	Council	of	Deans	of	Education	(ACDE),	2014).		Second,	AITSL	nominated	school	achievement	in	English	as	the	necessary	personal	literacy	for	graduates	to	function	in	the	profession.		The	difficulty	of	specific	detail	of	definition,	description	and	constituency	remains;	secondary	school	matriculation	English	varies	across	the	Australian	states	and	territories	and	is	a	result	of	literacy	gained	across	the	full	years	of	schooling.	The	category	of	personal	literacy	used	in	the	reports	was	a	political	mechanism	for	advocating	change;	it	was	not	used	to	provide	insight	about	defining	personal	literacy	knowledge.		Broad	generalisations	of	definition	and	background	existed,	but	as	the	NSW	government	action	plan	exemplified,	personal	literacy	knowledge	was	addressed	in	these	reports	as	a	deficit	in	current	graduate	teacher	quality.		It	was	employed	as	the	mechanism	by	which	government	would	impose	quality	on	the	profession.		There	is	an	assumption	of	a	universal	notion	of	literacy	that	everyone	understands,	which	is	applied	by	association	to	personal	literacy,	because,	everyone	has	a	claim	on	it:	”everyone	engages	with	written	words	everyday…	everyone	is	an	expert…everyone	has	been	to	school”	(Snyder,	2008,	p.	6).			After	reading	the	documentation,	I	determined	that	for	AITSL,	personal	literacy	knowledge	was	no	more	than	
	 83	
“generic	academic	attainment”	gained	in	school	(Australian	Council	of	Deans	of	Education	(ACDE),	2014).	
Conclusion	to	Chapters	2	and	3	The	extensive	exploration	of	literacy	in	these	two	chapters	has	provided	not	only	a	relevant	framework	for	the	study,	but	also	a	basis	for	determining	a	working	definition	of	literacy	for	the	study.		The	exploration	has	illustrated	the	historical	instability	of	conceptualisations	of	literacy.		It	has	demonstrated	how	this	instability	continues	to	the	present	day	with	the	emergence	of	alternative/pseudo	literacies	and	the	politically-motivated	notion	of	personal	literacy.			The	chapters	presented	literacy	as	a	multifarious	construct,	and	noted	that	in	terms	of	defining	it,	there	is	not	one	truth	but	many	truths.		In	a	post-modern	era,	such	a	post-modern	conclusion	should	not	be	unexpected.		However,	the	varied	and	competing	definitions	of	literacy	present	a	dilemma	for	ITE	that	is	charged	with	provision	of	literacy	education	as	part	of	pre-service	teacher	education	programs.		The	long-held	traditional	understanding	of	literacy	as	a	cognitive	process	of	particular	coding	and	decoding	skills	continues	to	sit	alongside	expanded	understandings	within	current	pre-	and	in-service	education	reference	materials.		For	example,	Tompkins,	Campbell	and	Green’s	(2011)	definition	for	pre-service	education	students	reflects	a	traditional	understanding,	albeit	with	the	inclusion	of	oral	and	visual	texts,	as	in	“…the	ability	to	use	reading,	writing,	speaking,	listening	and	viewing	for	a	variety	of	tasks	at	school	and	outside	of	school”	(p.	3).		In	contrast,	the	NSW	state	curriculum	support	document	for	literacy	(NSW	Department	of	Education	and	Training,	2009)	explicitly	foregrounds	Luke,	Freebody	and	Land’s	(2000)	and	Cope	and	Kalantzis’	(2012)	expanded	understandings	of	literacy	that	encompass	
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multiple	semiotics,	diverse	literacy	identities	(traditional	and	digital)	positioned	within	a	critical	perspective.			The	Roses	and	Miss	Worthingtons	of	the	early	20th	century	could	be	forgiven	for	feeling	overwhelmed.	Therefore,	for	the	purposes	of	establishing	a	working	definition	for	this	study,	it	has	been	decided	that	the	current	context	of	educational	practice	in	Australia	is	best	reflected	in	the	Luke,	Freebody	and	Land	(2000)	definition:	“Literacy	is	the	flexible	and	sustainable	mastery	of	a	repertoire	of	practices	with	the	texts	of	traditional	and	new	communications	technologies	via	spoken	language,	print	and	multimedia”	(p.	9).	This	is	a	strategic	choice	of	working	definition	for	the	study,	as	the	description	of	literacy	goes	beyond	basic	functionality	in	reading	and	writing,	does	not	separate	reading	and	writing	from	oral	language,	does	not	limit	communication	to	traditional	print	text,	embraces	the	interface	of	linguistic	meaning-making	with	digital	media	and	the	increasingly	wide	range	of	texts	derived	from	these	media,	and	acknowledges	the	everyday	practice	of	literacy	as	being	driven	by	social	purpose.	The	exploration	of	personal	literacy	thus	far	in	the	thesis	has	shown	that	assumptions	of	literacy	being	a	simple	construct	understood	by	all	is	a	mistake,	and	that	the	significant,	high-stakes	notion	of	personal	literacy	in	Australia	is	undermined	by	inadequate	understanding.		Substantial,	detailed	and	appropriate	descriptions	of	personal	literacy	required	to	address	the	research	questions	driving	my	study	need	to	be	pursued	in	research	literature.		Chapter	4:	Literature	
Review	that	follows,	is	essentially	a	review	of	research	by	teacher	educators	and	academics	into	conceptualisation	of	literacy	in	relation	to	ITE	practice.		It	provides	an	understanding	of	personal	literacy	that	challenges	the	politically-
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loaded	portrayal	gleaned	from	government	reports	and	policy	statements.		Close	reading	of	these	texts	reveals	the	notion	of	personal	literacy	is	ill-defined,	a	disparate	miscellany	of	generalised	aspects	of	language	and	literacy	drawing	in	broad	verbal	and	written	communication	skills.		While	it	points	to	contemporary	ideas	of	discourse	and	mutliliteracies,	it	focuses	overwhelmingly	on	low-level	foundational	competencies	with	language,	most	frequently	yet	sparsely	illustrated	as	sub-technical	skills	of	reading,	spelling,	sentence	construction	and	grammar.		 	
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CHAPTER	4:	LITERATURE	REVIEW	
Introduction	This	literature	review	has	several	aims.		First,	since	this	study	is	centered	on	knowledge	and	teachers,	the	review	examines	the	broad	scenario	of	professional	knowledge	in	teaching	and	ways	in	which	it	is	conceptualised.		This	review	stems	initially	from	theories	of	knowledge,	per	se.		Second,	the	review	considers	literacy	knowledge	in	teaching	by	examining	methods	of	data	collection	and	analysis	from	a	collection	of	studies	that	informed	the	study.		Third,	the	review	examines	in	depth	the	study’s	core,	yet	incompletely	defined,	notion	of	personal	literacy.		This	examination	is	a	review	of	research	literature	
comprising	studies	undertaken	by	teacher	educators	who	have	investigated	literacy	for	pre-service	teachers	in	initial	teacher	education	(ITE)	programs.		This	approach	contrasts	with	the	examination	in	the	previous	chapter	of	government	documents	to	determine	personal	literacy.		The	findings	in	this	section	are	discussed	and	summarised	in	detail	as	they	relate	to	conceptualisations,	discursive	constructs,	and	definitions	and	constituent	elements	of	personal	literacy.		Fourth,	the	review	highlights	research	gaps	in	investigations	of	provision	of	literacy	knowledge	in	ITE,	particularly	that	of	teachers’	personal	literacy	knowledge	and	understandings	of	this	recent	conceptualisation	of	literacy.		As	a	result	of	the	findings	in	the	review,	a	conceptual	framework	for	the	study	that	represents	teacher	knowledge,	with	specific	attention	to	personal	literacy,	was	proposed.		This	study	required	such	a	conceptual	framework	to	support	the	research	questions	that	sought	to	identify	teacher	literacy	knowledge	in	ITE	programs	for	both	current	and	historical	
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contexts.		The	framework	was	used	in	the	data	analysis	phase	of	the	study	to	identify	various	realisations	of	literacy	knowledge	(see	Chapters	6	and	7).		
Knowledge	for	teaching	Theories	of	knowledge	in	a	contemporary	context	are	arguments	in	epistemology	and,	as	defined	by	Pollock	and	Cruz	(1999),	are	"an	attempt	to	make	sense	of	the	possibility	and	limits	of	human	intellectual	achievement"	(p.	11).		Theories	of	knowledge	in	a	traditional	context	address	issues	of	justification	of	knowledge	as	truth	and	belief	systems	(Siegel,	1998).	In	educational	contexts,	traditional	theories	have	been	dominant,	underpinning	attempts	to	understand	knowledge	as	discipline	or	subject,	and	academic	knowledge	as	"expert...contained...bounded...agreed…stable	forms	[representing]	'official	knowledge'"	(Kelly	et	al.,	2008).		This	traditional	approach	to	knowledge	can	be	seen	in	schools	as	the	basis	of	prescribed	learning	content	for	students,	and	prescribed	subject	knowledge	for	teachers	in	curricula	such	as	the	Curriculum	for	
Primary	Schools	(Department	of	Education	NSW,	1952).		However,	knowledge	in	schooling	is	not	confined	to	curriculum	content,	or	subject	content	to	be	learned.		As	Bernstein	(1990)	pointed	out	in	his	conceptual	framework	of	educational	knowledge,	the	different	structures	of	subject	knowledge	shape	teaching,	and	knowledge	in	schooling	generates	pedagogical	practice.		Contemporary	theories	that	drive	changes	in	understandings	of	knowledge	have	undermined	the	traditional	stability	of	knowledge	with	new,	emerging	forms	that	Kelly	et	al.	(2008)	argue	is	"knowledge	in	transition"	as	the	result	of	"the	digitalisation	of	the	human	archive"	(p.	vii).	The	impact	of	these	changes	is	reflected	in	the	current	educational	context	where	knowledge	is	constructed	via	knowledge	processes	(Kalantzis	&	Cope,	2004).		Curricula	and	pedagogy	are	embedded	with	
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critical	approaches	to	knowledge,	thus,	knowledge	is	co-constructed	by	a	community	of	learners	rather	than	owned	and	transmitted	by	a	teacher	as	the	single	unquestionable	expert.		In	the	current	era	of	Kelly	et	al,’s	new	emerging	knowledge	forms,	the	perception	of	teaching	as	a	profession	and	teachers	as	professionals	continues	to	rest	on	the	responsibility	of	school	teachers.		Their	demonstration	and	maintenance	of	professional	knowledge	underlies	ongoing	debates	in	government	and	the	media	about	teacher	quality,	especially	those	concerning	literacy	knowledge,	personal	as	well	as	curriculum.		The	construct	of	professional	knowledge	is	well	established	in	literature	relating	to	the	sociology	of	professions,	though	more	through	theoretical	discourse	and	argument	than	in	research	studies.		The	discourse	deals	with	the	nature	of	professional	knowledge,	its	development,	and	its	place	and	status	in	contemporary	society.		Knowledge	is	one	of	several	markers	of	professions	and	professionals,	and	always	has	been	since	the	archetypal	professionals	(doctors,	lawyers	and	clergymen)	gained	elevated	status	because	of	their	specialised	knowledge	of	ethics,	philosophy,	anatomy	and	theology	(Evetts,	2003;	Sciulli,	2005).		Consequently,	knowledge	has	become	the	basis	of	power	for	the	professions	(Macdonald,	1995)	and,	further,	it	is	specialised	knowledge	that	forms	the	basis	of	trust	between	a	profession	and	the	laity	(Derber	et	al.,	1990;	Svensson,	2006).		As	to	its	nature,	ongoing	argument	and	description	within	the	considerable	literature	dealing	with	sociology	of	professions,	such	as	that	of	DuGay	and	Salman	(1992),	Evetts	(2003),	Fournier	(2000),	Friedson	(1970),	Oppenheimer	(1973),	and	Wilensky	(1964)	describe	it	variously	as	tacit,	expert,	technical,	systemised,	scientific,	formalised,	exclusive,	even	unintelligible	and	obscure.	
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Literature	within	the	sociology	of	the	professions	typically	affirms	the	existence	and	role	of	specialised	knowledge	in	education,	as	it	does	for	professions	in	general,	as	part	of	attributing	professional	credibility	and	status	for	teachers	(Derber	et	al.,	1990;	Johnson,	1972;	Macdonald,	1995;	Perkin	1988;	Svensson,	2006;	Wilensky,	1964).		Ongoing	debate	illustrates	the	difficulty	and	complexity	in	defining	theoretical	bases,	structural	frameworks	and	content	of	this	knowledge	for	teachers,	beyond	its	general	purpose	(Reynolds,	1989;	Strom,	1991).	Literature	about	professional	knowledge	for	teaching	differentiates	the	nature	and	types	of	knowledge	teachers	are	expected	to	demonstrate	(D.	K.		Cohen,	2008;	Cunningham,	Zibulsky,	&	Callahan,	2009;	Kennedy,	1999,	2002;	L.	Shulman,	1986,	1987).		First,	there	are	various	officially-prescribed	subject-content	and	curriculum-content	knowledges	(content	knowledge)	that	are	the	substance	of	teaching	and	learning	engagements	(Derewianka,	2012).		Second,	there	is	subject	knowledge	and	a	range	of	other	knowledges	such	as	language	and	communication	skills,	which	individuals	acquire	and	are	expected	to	bring	to	initial	teacher	education	(Australian	Institute	for	Teaching	and	School	Leadership	(AITSL),	2011a),	and	draw	on	to	implement	curricula	effectively	(Raths,	1999).	Literature	has	attempted	to	conceptualise	the	different	types	of	teacher	knowledge.	Shulman’s	(1986,	1987)	studies	of	teaching	and	teacher	knowledge	provide	a	framework	for	dimensions	of	knowledge	that	mark	what	teachers	know,	based	on	their	practices.		Shulman	proposes	three	main	categories:	“(a)	subject-matter	content	knowledge,	(b)	pedagogical	content	knowledge,	and	(c)	curricula	knowledge.”		Masters	(2001)	and	Turner	(2007)	also	identify	content	
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knowledge	as	a	type	of	teacher	professional	knowledge.		Medwell,	Wray,	Poulsen	and	Fox	(1999)	draw	on	this	framework	in	a	study	exploring	knowledge	of	literacy	teachers,	finding	multiple	dimensions	even	within	subject–content	knowledge	itself.		Other,	localised	studies	of	teacher	practice	support	the	multi-dimensional	aspect	of	teachers’	professional	knowledge.		Exley	(2005)	and	Burroughs-Lange	(1994)	explored	the	nature	of	teachers’	knowledge,	finding	that	teachers	acquire	and	draw	on	different	types	of	knowledge	during	both	pre-service	and	in-service	phases	of	their	careers.			There	are	numerous	studies	that	investigate	teacher	knowledge	within	discipline-specific	contexts,	such	as	languages	(Angelo	&	Frazer,	2008),	mathematics	and	science	(Bobis	&	Gould,	2000;	Dole,	Clarke,	Wright,	Hilton,	&	Roche,	2008;	H.	Hill,	Sleep,	Lewis,	&	Ball,	2007),	English	and	reading	literacy	(Cloonan,	2007;	W.	R.	Louden,	1987;	Ohi,	2007),	ICT	(Varcica,	2008),	visual	art	(Exley,	2005).		Similarly,	there	are	numerous	studies	investigating	the	early	career	acquisition	and	development	of	discipline-specific	and	content	knowledge	(Huntly,	2008;	Marland,	1994;	Martin,	2008;	Tambyah,	2008).	The	differentiation	of	teacher	knowledge	was	important	in	this	study	because	it	enabled	the	notion	of	personal	literacy	knowledge	to	be	better	understood	by	locating	it	within	the	larger	framework	of	teacher	knowledge.	The	studies	cited	above	were	significant	because	they	accounted	for	knowledge	of	established	disciplines	and	initial	acquisition,	revealing	personal	literacy	knowledge	to	be	something	different,	not	an	established	discipline	or	curriculum	area.	 The	previous	chapter	(Defining	Literacy)	explored	the	origins	of	personal	literacy	as	it	presented	in	Australian	ITE	policy	statements,	albeit	as	a	political	
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mechanism.		The	statements	established	personal	literacy	as	something	acquired	prior	to	ITE	and	to	be	developed	further	within	ITE.		The	statements	limited	definition	to	general	capability	with	English	language	and	communication	that	would	enable	effective	teaching	and	be	a	marker	of	professional	status.		This	lack	of	definition	in	terms	of	constituent	elements	was	identified	as	a	key	driver	for	the	study.		For	this	reason,	the	concept	is	explored	here	with	a	review	of	relevant	research	into	literacy	and	personal	literacy	within	ITE,	undertaken	by	teacher	educators.	
Studies	of	literacy	in	ITE:	methods	and	data	analysis	Previous	research	studies	that	explored	literacy	in	initial	teacher	education	(ITE)	present	a	variety	of	paradigms,	methodologies	and	methods.		The	following	review	presents	a	selection	of	these	studies	to	locate	the	current	study	in	terms	of	qualitative/quantitative	methodological	paradigms	as	well	as	reveal	features	of	method	design	informing	data	selection	and	analytic	features.			Research	on	teachers’	professional	knowledge,	literacy	knowledge	and	pre-service	education	is	considerable.		Many	studies	focused	on	the	acquisition	or	classroom	use	of	professional	knowledge	at	different	career	stages	in	teaching.			These	stages	cover	pre-service	(ITE),	beginner	and	experienced	teachers	(Huntly,	2008;	Martin,	2008;	Tambyah,	2008),	with	the	pre-service	stage	being	the	least	common.		Typically,	these	studies	are	dominated	by	a	qualitative	paradigm,	seeking	to	identify	and	understand	the	nature	of	teachers’	professional	knowledge.	The	dominance	of	qualitative	studies	in	these	areas	supported	such	an	approach	for	this	study.	My	study	aimed	to	identify	and	understand	particular	professional	knowledge,	but	focused	only	on	the	ITE	stage.		This	focus	is	a	point	
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of	difference	in	relation	to	the	studies	cited	above.		It	investigated	the	ITE	stage,	placing	importance	on	identifying	and	understanding	the	literacy	knowledge	provided	to	teachers	as	a	foundation	of	their	careers.	The	design	of	my	study	involved	the	collection	of	teaching	and	learning	documents	from	ITE	programs,	both	current	and	historical.		Analysis	of	the	documents	sought	to	identify	the	programs’	literacy	content.		This	content	was	aligned	with	conceptualisations	of	literacy	prescribed	in	Chapter	3:	Defining	
Literacy,	and	the	conceptual	framework	of	teachers’	literacy	knowledge	designed	for	my	study	and	presented	later	in	this	chapter	(Figure	1).	The	data	for	my	study	therefore	comprised	ITE	program	documents	contemporary	and	historical.		The	methodology	employed	directed	content	analysis	(Hseih	&	Shannon,	2005)	to	identify	ITT	programs’	literacy	content	as	one	of	four	types	of	literacy	knowledge	prescribed	in	the	study’s	conceptual	framework:	content	knowledge,	curriculum	knowledge,	pedagogical	content	knowledge,	and	personal	literacy	knowledge	A	majority	of	studies	in	the	literature	on	teachers’	professional	knowledge	investigate	teachers’	subject-content	knowledge	–	also	referred	to	as	discipline	knowledge.	Examples	of	subject	areas	frequently	studied	include	languages	(Angelo	&	Frazer,	2008);	mathematics	and	science	(Bobis	&	Gould,	2000;	Dole	et	al.,	2008;	H.	Hill	et	al.,	2007);	secondary	English	literature	(Gordon,	2012);	ICT	(Varcica,	2008);	visual	art	(Exley,	2005).		Typically,	these	studies	are	case	studies	examining	particular	teachers’	subject	teaching	to	expose	the	subject	knowledge.		The	value	of	the	case	study	in	these	examples	is	its	representative	view	of	the	particular	subject	knowledge	within	the	vast	field	of	professional	teacher	knowledge.	
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The	dominance	of	the	case	study	approach	supported	my	study	because	representative	cases	of	teacher	education	programs	can	be	identified	within	the	total	range	of	programs	across	institutions,	since	they	are	all	governed	and	accredited	by	the	same	regulations;	the	representative	case	does	reflect	the	total.		Numerous	studies	in	the	teacher	knowledge	literature	use	Shulman’s	(1986,	1987)	model	of	professional	knowledge	conceptualisations	as	their	knowledge	frameworks,	with	content	knowledge	(CK)	and	pedagogical	content	knowledge	(PCK)	being	most	widely	used.		Ball,	Thames	and	Phelps	(2008)	observed	mathematics	teachers’	practice	to	further	develop	the	notion	of	PCK;	Baumart	et	al.	(2010)	assessed	the	CK	and	PCK	of	pre-service	and	in-service	mathematics	teachers.		Louden	et	al,	(2005)	considered	reading	teachers’	expert	knowledge	in	relation	to	CK	and	PCK.		Mishra	and	Koehler’s	(2006)	technological	pedagogical	content	knowledge	(TPCK),	a	contemporary	extension	of	the	Shulman	framework,	is	being	used	currently	in	studies	of	teacher	knowledge	in	subjects	incorporating	information	technology	(IT).	See,	for	example,	Handal	et	al,	(2014).		The	ongoing	use	of	Shulman’s	model	supported	its	use	in	my	study,	demonstrating	its	continued	value	and	relevance	for	investigating	teachers’	professional	knowledge.		Further,	the	studies	demonstrate	how	the	model	provides	a	scaffold	for	classifying	and	understanding	teacher	knowledge	as	well	as	a	metalanguage	for	talking	about	it,	which	was	of	particular	value	in	my	study.	The	corpus	of	research	on	teachers’	literacy	knowledge	within	ITE	is	small	compared	to	that	on	literacy	in	general,	and	a	majority	of	the	research	has	an	international	context.		For	example,	Wade-Woolley’s	(2011)	Canadian	review	of	existing	studies	of	literacy	in	ITE	programs	proposed	four	essential	categories	of	literacy	knowledge	needed	by	pre-service	teachers,	namely	curriculum,	
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theoretical,	learning/pedagogical	and	assessment	knowledge.		These	are	similar	to	Shulman’s	(1986,	1987)	conceptualisations.		However,	in	terms	of	methodology	these	studies	typically	do	not	examine	program	documents,	so	they	did	not	inform	the	methodology	of	my	study.		Lacina	and	Block	(2011)	examined	American	ITE	programs	designated	as	distinguished,	by	surveying	opinions	of	national	literacy	experts	so	as	to	rank,	in	terms	of	excellence,	features	of	literacy	education	programs.		The	notion	of	exploring	the	literacy	content	of	programs	supported	my	study	design	concept.		However,	again,	Lacina	and	Black’s	methodology	did	not	directly	inform	the	methodology	for	my	study’s	identification	of	literacy	provisions	in	a	program,	as	the	notion	of	ranking	aspects	of	literacy	knowledge	had	no	practical	or	theoretical	relevance	for	my	study.	The	corpus	of	research	reviewed	includes	a	range	of	Australian	studies	of	literacy	in	ITE	programs.		Some,	such	as	Wilson	2010,	Bostock	&	Boon	2012,	explore	pre-service	teachers’	self-efficacy	and	competence,	employing	survey	and	formal	testing	methods.		These	methods	were	not	relevant	to	my	study,	but	the	exploration	at	the	ITE	level	did	provide	precedence	and	validation	for	my	work.		Three	studies	that	explored	ITE	programs	specifically	had	greater	relevance	because	they	investigated	literacy	content	in	ITE	by	examining	program	documents.	The	Queensland	Board	of	Teacher	Registration	(QBTR)	(2001)	undertook	a	program	mapping	exercise	to	inform	the	writing	of	teaching	standards	in	schools;	Macken-Horarik,	Devereux,	Trimmingham-Jack	and	Wilson	(2006)	also	analysed	teacher	education	program	units	as	a	first	step	in	developing	students’	academic	literacy	skills.	As	the	Commonwealth	of	Australia’s	(2005)	national	inquiry	into	the	teaching	of	literacy	surveyed	teacher	education	institutions	to	gain	information	on	the	teaching	and	learning	content	
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of	their	undergraduate	primary	teaching	programs	in	relation	to	the	teaching	of	reading,	this	approach	to	enquiry	was	judged	to	be	valid.	The	QBTR	(2001)	report	on	program	standards	for	literacy	in	teacher	education	included	a	“program	mapping”	(p.	53)	of	literacy	content	in	pre-service	programs	from	all	ITE	institutions	in	the	state.		The	program	documents	used	for	mapping	were	curriculum,	core	and	elective	units	that	focused	specifically	on	literacy,	and	other	units	that	had	some	significant	content	relating	to	literacy.		The	report	did	not	detail	the	document	analysis	methods,	but	the	results	presented	in	the	report	revealed	key	analysis	codes	such	as	language,	
literacy,	communication,	English,	and	literature.	The	data	were	categorised	as	
secondary,	primary	or	early	childhood,	these	being	the	degree	programs	typically	offered	by	the	ITE	institutions,	and	typically	constituting	the	broad	stages	of	schooling	in	Australia.	The	QBTR	mapping	process	made	a	useful	contribution	to	my	study	design	in	relation	to	identifying	knowledge	provided	in	a	program.	The	mapping	of	documents	to	yield	data	that	realise	specific	details	of	literacy	knowledge	was	of	more	pragmatic	benefit	than	reflective	analyses	by	academics,	surveys	of	students’	and	academics’	opinions	about	the	literacy	content	of	their	work,	or	competency	tests	of	final	year	students.		My	study	was,	similarly,	about	provision	of	literacy	knowledge.	But	whereas	the	QBTR	used	selective	literacy-dominant	units,	my	study	reported	in	this	thesis	analysed	all	units	in	the	two	sample	programs	to	capture	literacy	knowledge	in	non-literacy	units,	such	as	science.		This	inclusion	was	important	because	government	regulations	required	programs	to	address	aspects	of	literacy	across	all	curriculum	subjects,	not	just	literacy	as	part	of	subject	English	(Australian	Curriculum	Assessment	and	
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Reporting	Authority,	2013;	NSW	Institute	of	Teachers,	2011a,	2011b).		The	challenge	for	my	study,	however,	was	finding	appropriate	parallel	documentation	to	allow	comparison	between	the	current	and	historical	program.	It	was	necessary	to	obtain	documents	that	could	be	viewed	as	the	equivalent	of	today’s	unit	outlines,	descriptions	and	assessment	items.	The	QBTR	mapping	signalled	a	difficulty	in	the	analytic	process	that	was	pertinent	to	my	study	design.		The	process	revealed	that	the	institution’s	documents	displayed	significant	variation	in	unit	presentation	and	macrostructure,	terminology,	scope	and	sequence	of	content.		This	was	not	a	problem	for	my	study’s	investigation	of	a	contemporary	program,	as	it	was	a	single	representative	case;	that	is,	from	one	institution.		However,	the	study’s	investigation	of	historical	programs	had	to	address	this	difficulty.	While	these	programs	were,	in	general,	from	one	institution,	albeit	one	that	underwent	several	re-structures	and	shifting	ownership	across	a	century,	the	documents	had	considerable	variation	in	genre,	structure,	content,	and	terminology.		The	variation	in	terminology	was	particularly	significant	to	the	analysis,	given	continual	shifts	in	the	notions	of	literacy,	constructions	of	the	literate	teacher,	as	well	as	shifts	in	pedagogy.		For	my	study,	this	presented	as	a	particular	dilemma	-	how,	for	instance,	could	the	analysis	identify	literacy	content	knowledge	in	a	1908	teacher	training	program	when	the	term	literacy	had	no	currency?		The	syntax,	semantics	and	pragmatics	of	data	language	became	highly	significant	in	making	coding	distinctions	for	all	the	manifestations	of	literacy	(Krippendorff,	2013).		Further	difficulties	noted	in	the	QBTR	report	were	the	lack	of	explicit	information	and	reference	about	literacy	in	a	unit,	and	the	lack	of	detail	about	a	
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literacy	focus	or	the	theory	being	emphasised.		My	study	shared	these	same	difficulties,	particularly	when	it	came	to	classifying	literacy	knowledge	items	within	the	study’s	literacy	knowledge	framework.	For	example,	decisions	had	to	be	made	at	the	level	of	delicacy	such	as	whether	subject-verb	agreement	would	be	classified	as	personal	literacy	or	curriculum	content	knowledge,	or	perhaps	both.	 Macken-Horarik,	Devereux,	Trimmingham-Jack	and	Wilson	(2006)	analysed	the	study	outlines	of	an	ITE	program	as	part	of	an	investigation	to	identify	the	demands	facing	pre-service	teachers	in	relation	to	literacy	content	and	to	devise	a	framework	for	literacy	support	in	ITE.		The	analysis	was	carried	out	on	core	and	curriculum	subject	outlines,	and	assignment	requirements.		The	analysis	used	systemic	functional	grammar	(SFG)	to	identify	register	(privileged	meanings)	and	genre	(types	of	texts	and	discourse	domains).		As	with	the	QBTR	(2001)	investigation,	the	Macken-Horarik	et	al.	investigation	also	justified	the	analysis	of	ITE	program	documents	in	the	study	design.		Whereas	Macken-Horarik	et	al.’s	study	identifies	literacy	content	in	relation	to	the	challenge	it	presents	for	students,	my	study	sought	to	identify	content	that	attests	to	provision	of	literacy	knowledge	to	students	as	part	of	the	professional	knowledge	needed	as	the	foundation	of	their	careers.	The	Commonwealth	of	Australia	(2005)	study	(also	reported	in	W.	Louden	&	Rohl,	2006),	undertook	an	analysis	of	program	documents	as	one	of	several	data	gathering	tasks.		Again,	this	approach	of	accessing	program	documentation	to	identify	provision	of	content	knowledge	supported	my	study	design.		However,	the	Commonwealth’s	analysis	was	a	desk	audit	of	program	characteristics	using	web-based	descriptions	of	170	ITE	programs.	The	analysis	
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was	to	determine	the	amount	of	time	in	compulsory	units	devoted	to	the	teaching	of	reading,	as	well	as	the	scope	of	program	content	in	relation	to	“skills	and	capabilities”	(Commonwealth	of	Australia,	2005,	p.	94).		In	contrast,	my	study	sought	to	identify	literacy	knowledge	in	particular,	and	needed	to	examine	more	detailed	program	content.	
Studies	of	literacy	in	ITE:	personal	literacy	as	conceptualisation,	discourse	
construct	and	constituent	elements	The	previous	chapter	(Personal	Literacy	Knowledge)	considered	the	origin	of	the	concept	of	personal	literacy.		It	sought	to	establish	some	definitive	understanding	about	the	term	by	reviewing	various	government	reports	and	policies	that	led	to	personal	literacy	assessment	becoming	a	requirement	for	pre-service	teacher	graduation	and	accreditation,	as	well	as	a	component	of	ITE	programming.		The	review	revealed	scant	detail	about	how	the	federal	and	state	governments	and	the	national	teaching	regulator	(AITSL)	construed	personal	literacy.		Defining	features	and	constituent	elements	were	limited	to	generalisations	about	levels	of	competence	in	literacy,	including	language,	communication,	information	and	technology	skills,	with	sporadic	references	to	verbal	and	written	skills	involving	reading,	writing	and	grammar	knowledge.		The	following	review	of	research	literature	pursues	further	the	issue	of	what	the	term	personal	literacy	might	encompass	in	the	context	of	teacher	education.		The	literature	includes	reports	of	studies	and	scholarly	discussion	within	the	Australian	teacher	education	context.		The	research	was	undertaken	by	teacher	educators.		This	is	a	significant	stakeholder	group	at	the	complex,	yet	critical	nexus	of	ITE	program	design	and	implementation;	teacher	knowledge;	teaching	research;	school	practice	and	government	accreditation	of	both	school-
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teachers	and	ITE	programs.		Teacher	educators	are	stakeholders	in	ITE	with	knowledge,	experience	and	influence	in	pre-service	teachers’	needs,	as	well	as	program	content	knowledge,	which	makes	their	work	highly	significant	to	my	study.	 The	literature	selected	for	this	review	had	to	be	investigative	in	nature,	about	aspects	of	literacy	content	within	ITE	programs,	and/or	pre-service	teachers	literacy	knowledge	and	skills,	acquisition	and	development.		It	was	important	to	gain	as	much	understanding	as	possible	about	what	teacher	educators	said	about	personal	literacy.	My	study	needed	to	establish	a	knowledge	base	about	personal	literacy,	no	matter	how	disparate	or	incomplete,	in	order	to	identify	and	classify	the	literacy	content	in	the	program	documents	that	constitute	the	data	set	for	the	study.		In	reviewing	the	literature,	it	was	anticipated	that	the	findings	could	supplement	those	gained	in	the	previous	chapter,	conflict	with	them	or	be	explicitly	contradictory.		Despite	their	differences,	all	ITE	stakeholder	views	need	to	be	synthesised	to	provide	a	benchmark	understanding	of	personal	literacy	knowledge	as	it	exists	in	higher	education.		The	following	three	questions	guided	the	reading	of	studies	and	papers:	1. What	conceptualisations	of	literacy	were	presented	either	in	the	teacher	educators’	research	frameworks	or	as	representative	of	ITE	programs	that	formed	the	context	of	researchers’	investigations?		2. To	what	discursive	constructs	did	the	researchers	or	ITE	programs	subscribe	in	order	to	differentiate	personal	literacy	knowledge	for	teachers?	
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3. What	did	these	models	reveal	about	personal	literacy	knowledge	in	terms	of	definitions	and	constituent	elements	expressed,	explicitly	or	implicitly?	Prior	to	the	presentation	of	the	literature	review,	it	is	useful	to	clarify	the	conceptualisations	of	literacy	discussed	in	the	previous	chapter	since	they	underpinned	the	critique	of	the	literature,	particularly	in	relation	to	question	1.		The	dominant,	distinct	‘takes’	on	literacy	across	the	20th	century	can	be	grouped	as	three	overarching	conceptualisations.	These	include	literacy	as:	1.	basic	skills	and	functional	skills;	2.	personal	growth	or	whole	language;	and	3.	socio-cultural	practices	comprising	functional	language	studies	(linguistic	knowledge),	multiliteracies,	new	literacies,	and	cultural	capital.		A	summary	of	each	of	these	three	conceptualisations	is	included,	to	establish	the	use	of	the	terms	in	the	review	of	studies	that	follow,	and	how	each	intrinsically	realises	expectations	for	schooling,	ITE	and	pre-service	teachers.		While	these	conceptualisations	were	identified	and	examined	in	the	previous	chapters	(Defining	Literacy	&	Personal	
Literacy),	the	clarification	here	is	about	their	relevance	to	the	context	of	my	study:	ITE	and	pre-service	teachers	preparation.	Literacy	conceptualised	as	basic	skills	and	functional	skills	emphasised	cognitive	processes	of	decoding	and	coding	of	written	language.		Teaching	and	learning	literacy	addresses	reading	skills	of	word	recognition,	phonic	analysis	and	factual	comprehension;	writing	skills	are	addressed	through	sentence	construction,	punctuation,	spelling	and	recognition	of	grammatical	classes	of	words	as	part	of	learning	to	write.		Contemporary	conceptualisations	of	literacy	regard	this	approach	as	reductionist	and	insufficient	due	to	its	emphasis	on	foundational	mechanics	of	traditional	print	literacy	in	culturally	standard,	
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prescribed	forms	(Cope	&	Kalantzis,	2000;	Cope,	Kalantzis,	&	Harvey,	2003;	Freebody,	Morgan,	Comber,	&	Nixon,	2014;	Lu	&	Cross,	2014;	Resnick,	2010).		In	the	context	of	schooling	and	ITE,	basics	skills	training	aims	for	mastery	of	prescribed	usage,	accuracy	and	a	standard	level	of	attainment,	particularly	in	reading	and	writing.		ITE	students	are	expected	to	be	prepared	for	study	with	basic	skills	knowledge	and	mastery	well	honed	for	successful	engagement	with	assignment,	lecture	and	tutorial	demands	as	well	as	for	teaching	practice.		The	current	reality,	certainly	in	the	Australian	context,	is	one	of	ITE	students	passionate	to	teach	but	with	diverse,	often	incomplete	literacy	knowledge	requiring	considerable	induction	into	the	discourses	of	tertiary	education	and	the	professional	workplace	(Wilson,	2007;	Zipin	&	Brennan,	2006).		Literacy	conceptualised	as	personal	growth	or	whole	language,	dominant	in	the	1970s	and	1980s,	emphasises	real-life	engagement	with	language	using	authentic	resources	rather	than	contrived	exercises.		The	whole	language	student	often	controls	learning	choices,	particularly	in	terms	of	their	own	reading	and	writing.	The	teacher	models	good	language	practices,	often	undertaking	personal	reading	and	writing	activity	of	their	own	in	the	classroom	(Graves,	1983;	Walshe,	1981).		Achieving	success	in	literacy	is	often	dependent	on	the	extent	to	which	students	are	interested,	able,	involved	and	in	control	of	activities,	gaining	respect	more	for	contributions	than	mastery	(K.	Goodman,	1993).		Personal	growth	highlights	process	rather	than	product	in	reaction	to	isolated	and	fragmented	study	of	basic	skills	and	mechanics	devoid	of	wider,	everyday	contexts	of	situation	or	culture.		In	the	context	of	ITE,	personal	growth	models	focus	on	the	teacher	as	designer	of	language	experiences	that	immerse	students	in	processes	of	language	use,	through	English	language	experiences	that	
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overlap	with	those	of	other	learning	areas	in	an	integrated,	language-driven	curriculum.		For	pre-service	teachers,	those	whose	education	is	underpinned	by	personal	growth	models,	bring	to	their	programs	diverse	and	rich	language	experiences	and	a	leaning	towards	authentic	language	use	rather	than	a	knowledge-based	mastery	of	literacy	practices.	Literacy	conceptualised	as	socio-cultural	practices	emphasises	literacy	as	a	repertoire	of	practices	using	a	variety	of	semiotic	systems	(Freebody,	1992).		It	derives	from	socio-cultural	theory	to	explain	how	literacy	and	learning	are	culturally	determined	and	constructed,	socially	mediated,	and	acquired	in	socio-cultural	contexts	of	activity,	both	formal	and	informal	(Freebody,	1992;	Rogoff,	1990;	Vygotsky,	1978;	Wertsch,	1991).		In	relation	to	the	conceptualisations	of	literacy	described	in	the	previous	chapter,	the	socio-cultural	conceptualisation	encompasses	functional	language	studies,	cultural	capital,	and	multiliteracies/new	literacies	because	each	makes	explicit	connections	to	language	use	for	mediating	social	and	cultural	activities.	Functional	language	studies	emphasise	the	control	of	written	texts	that	represent	both	curriculum	and	everyday	discourse,	such	as	narrative,	report,	historical	recount	(Callaghan	&	Rothery,	1988;	Martin	&	Rothery,	1986).		Deriving	from	genre	theory	and	systemic	functional	grammar	(Halliday,	1985;	Martin,	1993),	this	conceptualisation	employs	complex	knowledge	about	language	(KAL),	including	both	functional	and	traditional	metalanguage,	for	students	and	teachers	as	a	means	of	talking	about	how	language	works	to	make	meaning.		Literacy	as	functional	language	studies	has	a	socio-cultural	basis	where	being	literate	is	seen	to	involve	knowing	how	language	systems	work	and	how	it	functions	in	social	contexts,	thus	empowering	students’	success	in	school	
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and	in	society	(Cope	&	Kalantzis,	1993).		This	social	purpose	locates	functional	language	studies	with	a	socio-cultural	conceptualisation,	a	view	supported	by	functional	language’s	origins	in	Hallidayan	linguistics,	which	takes	a	social	view	of	language	as	a	resource	for	making	meaning	(Cope	&	Kalantzis,	1993;	Halliday,	1985).		In	the	context	of	ITE,	functional	language	studies	require	teachers	to	acquire	a	broad	and	deep	knowledge	about	language	in	relation	to	discourse	structures,	grammatical	knowledge	beyond	traditional	class	labels,	and	an	understanding	of	explicit	teaching	pedagogy	that	integrates	speaking,	reading	and	writing	(Christie,	2005,	1990;	Christie	&	Misson,	1998).	Multiliteracies	and	new	literacies	emphasise	diverse	literacy	practices	across	life	domains.		These	literacy	practices	represent	a	broad	range	of	communicative	modes	for	making	meaning	in	multiple	forms	derived	from	purposeful,	socially-driven	generic	structures	(Cope	&	Kalantzis,	2000;	New	London	Group,	1996).		Multiliteracies	expands	the	boundaries	of	what	counts	as	literacy	by	including	the	widest	range	of	modes	of	meaning	and	communication,	critical	framing	and	cultural	context,	as	the	means	to	accommodate	ongoing	change	at	both	global	and	local	levels.		New	literacies	expand	the	boundaries	further	by	emphasising	the	technology	base	of	most	contemporary	social	and	literacy	activity	(Anstey	&	Bull,	2010;	Cervetti	et	al.,	2006).		Multiliteracies	and	new	literacies	are	socio-cultural	conceptualisations	of	literacy	because	they	situate	meaning-making	with	contexts	of	culture	and	situation	(Christie,	2005;	Martin,	Painter,	&	Matthiessen,	1997),	they	work	with	technology	not	just	as	media	but	also	as	social	forms	of	literacy,	and	they	underpin	literacy	engagement	with	critical	framing	for	negotiating	meanings	in	different	contexts	(Andreotti,	2006;	Cope	&	Kalantzis,	2012,	1993).		In	the	context	of	ITE,	multiliteracies	and	
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new	literacies	conceptualisations	significantly	challenge	the	traditional	teaching	of	literacy	that	privileged	print	text,	entailed	acquisition	of	a	set	of	discrete	mechanical	skills,	(basic	skills)	and	maintained	a	mono-cultural	locus	in	relation	to	being	literate	(Cole	&	Pullen,	2010;	Lankshear	&	Knoebel,	2006;	New	London	Group,	1996).	Literacy	as	cultural	capital	emphasises	language	learning	and	the	acquisition	of	literacy	knowledge,	and	skills	that	afford	social	inclusion	and	equitable	power	relationships	(Cope	&	Kalantzis,	1993).		Its	origins	are	in	social-political	movements	that	sought	to	provide	the	standard	literacy	of	the	dominant	culture	to	the	poor	(Freire	&	Macedo,	1987),	the	dispossessed	(Bordieu,	1977,	1992),	and	those	marginalised	by	mainstream	education	(Delpit,	1993;	Perry	&	Delpit,	1998).		The	construct	of	literacy	as	cultural	capital	is	intrinsic	to	conceptualisations	of	functional	language	studies	and	multiliteracies.	In	the	context	of	schooling	and	ITE	in	western	nations	such	as	Australia,	cultural	capital	emphasises	the	diverse	literacy	backgrounds	of	pre-service	education	students.		The	cultural	capital	that	children	bring	to	school	may	not	always	be	the	literacy	practices	or	the	language	of	the	dominant	culture	(Zipin	&	Brennan,	2006).		The	cultural	capital	students	bring	to	university	study	and	professional	practice	may	not	always	equip	them	with	the	dominant	literacy	practices	of	tertiary	education	and	professional	engagement.		Approaches	to	generating	academic	cultural	capital	involve	consolidation	of	basic	skills,	then	extending	to	cultural	and	critical	practices.			Literacy	conceptualised	as	socio-cultural	practices	recognises	that	there	is	no	singular	literacy	for	teacher	education	courses	and	teaching.		Rather,	the	extensive	range	of	literacy	practices	found	in	society	and	culture	are	judged	to	be	
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relevant	in	the	teaching	and	learning	that	takes	place	in	tertiary	education	and	in	schools.		As	a	result	of	their	social	experiences	and	cultural	backgrounds,	ITE	students	bring	to	their	programs	an	extensive	range	of	literacy	knowledge	and	practices,	to	varying	degrees	of	familiarity	and	mastery.		This	is	the	students’	cultural	capital,	or	“virtual	schoolbag”	as	Thomson	(2002,	p.	8)	names	it	in	relation	to	schoolchildren	and	“funds	of	knowledge”	(Hogg,	2011;	Honan	et	al.,	2014;	Moll,	Amanti,	Neff,	&	Gonzalez,	1992).		For	students	to	achieve	success	in	the	program	and	the	profession,	ITE	programs	require	some	of	these	practices	to	be	more	extensively	developed	than	others.		The	challenge	for	ITE	in	relation	to	literacy	as	socio-cultural	practices	is	the	extent	to	which	some	practices	become	privileged,	and	others	marginalised.	
Findings	relating	to	guiding	question	1:	conceptualisations	Several	conceptualisations	of	literacy	were	present	in	the	literature,	either	as	the	underpinning	of	an	institution’s	ITE	program	or	as	theoretical	frameworks	for	investigating	ITE	programs	and	students’	literacy	capacities.			Two	studies	concentrated	on	basic	skills	features	of	literacy:	Bostock	and	Boon’s	(2012)	assessment	of	(pre-service	teachers)	competency	with	personal	literacy,	and	Louden	and	Rohl’s	(2006)	national	survey	of	pre-service	teachers’	personal	literacy	skills	and	conceptual	understandings	of	literacy.		While	Louden	and	Rohl	did	not	present	a	theoretical	framework	for	how	they	understood	literacy,	the	discussion	items	for	student	and	teacher	focus	groups	were	dominated	by	vocabulary	associated	with	a	traditional	basic	skills	conceptualisation.		For	example,	words	in	their	discussion	prompting	basic	skills	notions	included:	“aspects	of	literacy:	reading	writing	speaking	and	listening,	viewing,	spelling,	phonics,	grammar…common	literacy	strategies:	reading	to	children,	shared	
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book/modelled	reading,	hearing	children	read,	independent	writing,	phonics/graphophonics”		(p.	70).		Similarly,	Bostock	and	Boon’s	personal	literacy	competence	assessment	items	prompted	a	basic	skills	focus:	“paragraph	correction…grammar,	punctuation	and	spelling	[errors]	excerpts;	and…identify	nouns	and	verbs…apostrophe”	(p.	24).	One	literature	item,	Zipin	and	Brennan’s	(2006)	paper,	foregrounded	literacy	as	cultural	capital	and	social	power	(following	Bourdieu).		They	proposed	that	the	construct	of	cultural	capital	was	the	only	equitable	theoretical	framework	for	literacy	teaching	in	ITE	programs.		They	perceived	a	similarity	between	the	diverse	cultural	capital	that	children	bring	to	their	schooling	and	the	diverse,	often	inadequate	academic	cultural	capital	of	students	entering	teacher	education.		They	argued	that	whereas	school	children	must	be	empowered	with	basic	skills	and	everyday	discourses	of	the	culture’s	standard	literacy,	ITE	students	must	be	empowered	with	the	academic	discourses	of	university	culture	and	those	of	the	teaching	profession.		Thus,	there	is	a	socio-cultural	basis	to	Zipin	and	Brennan’s	view,	because	they	advocated	a	diverse	literacies	approach	for	achieving	the	cultural	capital	requirement	due	to	“the	socially	constructed	nature	of	the	discourse	practices	in	which	(ITE	students)	are	expected	to	engage”	(p.	5).	Two	studies,	Harper	and	Rennie	(2009),	and	Jones	and	Chen	(2012),	advocated	a	linguistic	conceptualisation	of	literacy	for	ITE	programs,	arguing	that	knowledge	about	language	(KAL)	is	fundamental	to	teacher	literacy	as	well	as	literacy	teaching	in	schools.		Their	surveys	of	competency	and	self-efficacy	of	ITE	students	(Harper	&	Rennie)	and	practising	teachers	(Jones	&	Chen)	centred	on	explicit	knowledge	and	skill	with	a	range	of	discrete	concepts	such	as	
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phonology,	grammar	and	sociolinguistics.		Jones	and	Chen	concentrated	on	basic	skills	aspects	of	teachers’	KAL,	stressing	its	equivalence	with	teachers’	“subject	matter	knowledge	and	pedagogic	knowledge”	(p.	149).	In	contrast,	Harper	and	Rennie	drew	broadly	on	Hallidayan	systemic	functional	linguistics	with	its	social	construction	of	texts,	since	it	covers	“all	aspects	of	linguistic	form”	(p.	23).		Again,	like	Zipin	and	Brennan,	this	aligns	their	conceptualisation	of	literacy	as	socio-cultural,	albeit	with	a	restricted	focus	of	language	systems.	A	majority	of	the	studies	explicitly	advocated	a	contemporary,	socio-cultural	conceptualisation	of	literacy	for	students	in	ITE	programs.		In	these	studies,	were	frequent	references	to	features	typical	of	socio-cultural	approaches	to	literacy,	such	as	literacies	and	multiple	literacies	as	well	as	literacy,	culturally	
and	linguistically	diverse	populations,	making	meaning,	social	contexts,	wide	range	of	semiotic	modes,	traditional	and	digital	technologies,	critical	literacy,	
genre,	multiple	diverse	audiences.			Also,	there	was	explicit	defining	of	literacy	that	pointed	to	a	socio-cultural	conceptualisation	of	literacy.		For	example,	Devereux	and	Wilson	(2008)		referred	explicitly	to	literacy	as	a	“rich	and	diverse	repertoire	of	literacy	practices…[that]	should	reflect	the	complexity	of	literacy	in	contemporary	contexts”	(p.	52).		Honan	et	al.	(2013;	Honan	et	al.,	2014),	Wilson	(2007)	and	Penn-Edwards	(2010)	emphasised	a	broad	notion	of	multiliteracies	to	create	a	repertoire	of	literacy	practices	and	capabilities.		Honan	et	al.	stressed	the	social	context	of	literacy	where	“various	forms	of	literacies	(new	and	traditional)…should	reflect	the	complexity	of	literacy	in	contemporary	contexts”	(p.	52).		Anstey	and	Manitsky’s	(2010)	socio-cultural	conceptualisation	of	literacy	reflected	Zipin	and	Brennan’s	(2006)	attention	to	literacy	as	cultural	capital	and	social	power.		However,	they	foregrounded	literacy	as	language	and	
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discourse	realised	as	diverse	multiliteracy	practices	that	schools	must	teach,	and	teachers	must	understand.		Macken-Horarik	et	al.	advocated	a	socio-cultural	conceptualisation	of	literacy.		Their	analysis	of	program	outlines	and	assessments	found	that	the	diverse	yet	distinctive	literacy	demands	on	pre-service	teachers	were	supported	best	with	teaching	of	literacy	knowledge	and	competence	constructed	as	a	repertoire	of	literacy	practices	(Luke	et	al.,	2000),	and	encompassing	a	multiliteracies	approach	(Cope	&	Kalantzis,	2000;	New	London	Group,	1996)			For	my	study,	there	were	several	useful	conclusions	about	conceptualisations	of	literacy	that	can	be	drawn	from	the	review	of	studies	above.		These	conclusions	relate	to	dominance,	inadequacy,	variation	and	commonality.		The	socio-cultural	conceptualisation	of	literacy	dominated	the	literature	selected	for	this	review.		The	basic	skills	conceptualisation	of	literacy	was	judged	to	have	a	minor	presence	among	the	discussions	of	teacher	educators;	only	two	studies	foregrounded	it	as	the	quintessential	element	in	ITE	for	achieving	and	demonstrating	literacy.		Other	teacher	educators	regarded	basic	skills	as	relevant,	but	not	the	principal	feature	of	literacy.		Moreover,	where	basic	skills	were	mentioned,	in	Honan	et	al.	(2013,	2014)	for	example,	they	were	deemed	one	aspect	of	literacy	knowledge	among	many	that	constitute	a	wide	repertoire	of	literacy	practices.		The	point	made,	often	vigorously,	as	in	Macken	Horarik	et	al,	and	Zipin	and	Brennan,	was	that	the	absence	or	weakness	of	a	basic	skill	was	not	considered	a	condemnatory	deficit	in	students’	literacy	capability.		The	minor	presence	of	basic	skills	in	ITE	programs	represented	in	the	reviewed	literature	has	more	to	do	with	the	teacher	educators’	focus	on	literacy	knowledge	and	practice	they	considered	more	vital	for	discussion	and	inclusion	
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in	the	debate	about	teachers’	literacy	knowledge.		The	minor	presence	is	in	conspicuous	contrast	to	the	dominance	of	basic	skills	positions	taken	in	a	majority	of	the	government	reports	and	reviews	presented	in	the	previous	chapter.	The	descriptions	of	the	literacy	demands	and	challenges	presented	by	advocates	of	socio-cultural	conceptualisations	of	literacy	highlighted	the	inadequacies	of	a	solely	basic	skills	framework	to	meet	the	needs	and	demands	on	primary	school	teachers’	literacy	knowledge.		Macken-Horarik	et	al,	(2006)	and	Wilson	(2007)	highlighted	the	limitations	of	basics	skills	to	address	the	scope	and	complexity	of	the	ITE	assessment	discourses;	Honan	et	al,	(2013,	2014)	illustrated	the	multiple	literacy	practices	that	students	require	and	can	bring	to	ITE	assessment	tasks.		Other	identified	inadequacies	were	-	lack	of	currency	where	basic	skills	approaches	do	not	encompass	new	literacies	(Honan	et	al.,	2014);	the	lack	of	integration	with	contemporary	literacy	practices	in	education	(Macken-Horarik	et	al);	and	the	reduction	of	literacy	to	a	narrow	range	of	mechanical,	rote-learned	facts	and	skills	(Honan	et	al.,	2013,	2014;	E.	A.	Wilson,	2007;	Zipin	&	Brennan,	2006).		The	socio-cultural	conceptualisation	of	literacy	was	complex,	with	many	aspects	covering	a	broad	range	of	knowledge,	skills	and	understandings.		The	studies	reviewed	here	showed	considerable	variation	of	emphasis	for	different	aspects	in	ITE	programs,	such	as	Jones	and	Chen’s	linguistic	KAL	focus,	and	Zipin	and	Brennan’s	social	empowerment	focus.		The	variation	seemed	more	a	result	of	the	complexity	and	breadth	of	the	socio-cultural	conceptualisation	of	literacy	that	in	turn,	following	the	claims	of	teacher	educator	advocates,	represented	the	broad	and	complex	literacy	demands	of	contemporary	society	and	culture.			This	
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variation	notwithstanding,	the	robust	commonality	of	a	socio-cultural	orientation	in	all	but	the	basic	skills	studies	demonstrated	how	dominant	this	conceptualisation	was	among	teacher	educators	and	ITE	programs.	
Findings	relating	to	guiding	question	2:	discursive	constructs	The	second	question	guiding	the	review	of	the	above	studies	related	to	the	way	conceptualisations	of	literacy	are	realised	in	ITE	programs	to	address	the	demands	on	pre-service	teachers	for	both	tertiary	study	and	professional	practice.		Macken-Horarik	et	al,	(2006)	(following	Macken-Horarik	et	al.,	2006;	Northedge,	2003)	did	this	by	matching	relevant	discursive	constructs	with	the	specific	study	and	professional	workplace	domains	in	which	students	engage;	that	is,	university-based	academic	and	school-based	practicum	domains.		These	discursive	constructs	appeared	similar	to	differentiation	of	content,	a	common	practice	in	teachers’	programming	where	student	needs	dictate	the	selection	of	relevant	content,	pedagogy,	or	assessment	(Tomlinson,	2001).		Given	the	immense	scope	of	literacy	described	in	the	previous	chapter,	differentiating	literacy	knowledge	for	ITE	programs	seemed	necessary	for	ensuring	the	provision	of	essential	knowledge.		Educators	other	than	those	represented	in	the	studies	reviewed	here	supported	this	necessity.		For	example,	Scruggs	and	Mastropieri	(2013)	argued	that	differentiation	achieves	"meaningfulness"	for	students	through	"relevance	of	content"	(p.	455);	Kame'enui	et	al.	(2013)	see	differentiation	as	“alignment	and	coherence	of	content"	(p.	500).			Macken-Horarik	et	al.,	reviewed	in	this	chapter,	stressed	the	importance	of	differentiating	the	scope	of	literacy-relevant	discursive	constructs	in	order	to	provide	“an	integrated	model	of	tertiary	literacies	(that)	should	encompass	the	full	range	of	literacy	tasks	undertaken	during	a	course”	(p.	244).		
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For	my	study,	it	was	important	to	understand	how	literacy	knowledge	was	differentiated	in	ITE	programs	through	discursive	constructs	because	it	revealed	how	teacher	educators	prioritised	and	organised	provision	of	literacy	knowledge.		This	approach	also	enabled	a	focus	on	how	teacher	educators	gave	explicit	attention	to	personal	literacy.		This	was	particularly	important	in	the	construction	of	an	understanding	of	what	personal	literacy	might	mean,	and	how	it	might	be	made	visible.				Again,	it	is	stressed,	it	was	essential	to	the	methodology	in	my	study	that	a	well-defined	and	detailed	understanding	of	personal	literacy	be	developed.		Of	the	literature	items	reviewed,	a	majority	was	found	to	have	differentiated	literacy	for	ITE	programming,	revealing	the	kind	of	integrated	discursive	constructs	that	Macken-Horarik	et	al.	proposed.		Most	were	explicitly	structured,	forming	the	framework	for	research	or	the	framework	for	an	ITE	program	that	was	the	context	of	research.		Two	studies,	Jones	and	Chen	(2012),	and	Anstey	and	Manitsky	(2010),	provided	explicit	constructs,	but	in	the	other	studies	reviewed,	discursive	constructs	were	implicit	and	have	been	construed,	for	this	review,	from	the	research	findings	and/or	discussions.			Across	all	the	constructs	in	the	reviewed	studies,	there	were	marked	similarities,	albeit	using	differing	terminology.			For	ease	of	comparison,	Table	1	lists	literacy	discourse	domains	that	form	discursive	constructs	of	tertiary	literacies	found	in	the	reviewed	studies.	Table	1	Discursive	constructs	of	tertiary	literacies	found	in	the	reviewed	studies	
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Discursive	constructs:	literacy	knowledge	
differentiated	according	to	study	and	
workplace	discourse	domains	
Source	
operational	-	cultural	-	critical	
after	Green	(1988)	
Zipin	&	Brennan	(2006)	
	
everyday	+	professional	+	academic	
after	Northedge	(2003)	
everyday	becomes	personal	in	Devereux	&	Wilson	(2008)	
Macken-Horarik	et	al.	(2006)	
Devereux	et	al.	(2007)	
Devereux	&	Wilson	(2008)	
personal	+	professional	+	academic		 Honan	et	al.	(2013,	2014)	
(follows	Devereux	&	Wilson,	
2008)	
Wilson,	E.	(2007)(2007)	
personal	+	theoretical	+	program		 Anstey	&	Manitsky	(2010)	
	
pedagogical	+	subject	matter	+	linguistic	(KAL)	+	commonsense/general	competency	 Jones	&	Chen	(P.	Jones	&	Chen,	2012)	
Table	1	shows	that	academic	literacy	is	singled	out	in	a	majority	of	the	studies.			Zipin	and	Brennan	referred	to	it	as	cultural	literacy,	the	cultural	capital	comprising	the	dominant	literacies	of	university	study.		They	drew	on	Green’s	(1988)	model	of	literacy	dimensions,	“operational,	cultural	and	critical	
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dimensions,	that	bring	together	language,	meaning	and	context.”	(Zipin	&	Brennan,	2006,	p.	5).		Similarly,	Devereux	et	al.	(2007),	Devereux	and	Wilson	(2008),	Wilson	(2007)	and	Honan	et	al.	(2014)	included	academic	literacy	in	their	integrated	models.		They	explained	academic	literacy	as	making	meaning	at	the	levels	of	genre	and	discourse	within	tertiary	teaching	and	learning	engagements.		They	drew	on	Northedge’s	(2003)	model	of	workplace	discourse	for	their	model.		Green	related	work	domains	to	literacy	discourse	domains:	everyday,	professional	and	academic.			Devereux	and	Wilson	explained	that	academic	literacy	is	not	limited	to	pre-service	teachers’	time	at	university	completing	the	degree	program	-	“the	academic	voice	is	also	vital	if	a	teacher	is	to	keep	abreast	of	developments	in	the	field,	to	critique	their	practice	and	to	think	critically	about	their	professional	practice”	(p.	124).		Honan	et	al.	(2013,	2014)	followed	Devereux	and	Wilson	(2008)	in	adopting	this	model	for	their	study.		They	argued	that	the	different	discourses	are	necessary	because	they	describe	“the	different	‘voices’	and	‘genres’	that	pre-service	teachers	encounter	during	their	literacy	education”	(p.	22).		However,	other	studies	contended	that	academic	literacy	is	part	of	professional	knowledge.		Jones	and	Chen	were	very	specific	in	their	linguistic	knowledge	(KAL)	focus,	and	did	not	position	KAL	within	a	differentiated	model	of	knowledge.		Rather,	they	explained	KAL	as	an	all-encompassing	knowledge	for	mediating	the	work	of	teaching,	for	example	“to	mediate	the	context	of	the	KAL	Strand	for	their	students”	(p.166).		Anstey	and	Manistsky’s	study	presented	a	model	of	integrated	literacies,	but	they	did	not	differentiate	for	academic	literacy	knowledge.		Their	study	addressed	teacher	literacy	in	terms	of	future	classroom	readiness	and	developing	professional	standards,	rather	than	academic	enabling	for	university.	
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Professional	literacy	emerged	in	a	majority	of	the	models	denoting	the	knowledge	required	for	dealing	with	professional	activity.		Specifically,	activity	related	to	distinct	engagements	of	learning	and	teaching	disciplines	(subject,	content),	curriculum	and	syllabi,	as	well	as	pedagogy	and	professional	interaction	with	students,	staff,	allied	professionals	and	parents.		Typically,	the	term	professional	was	used,	a	term	used	by	Shulman	(1986,	1987)	as	a	general	classifier	of	teacher	knowledge.		However,	teacher	educators	typically	did	not	refer	to	Shulman	as	informing	their	thinking.			Zipin	&	Brennan	did	not	differentiate	for	such	distinct	engagements,	since	their	conceptualisations	of	literacy	were	about	pre-service	teachers’	personal	capital	for	enabling	every	aspect	of	study	and	future	teaching.		Hence,	Zipin	and	Brennan	refer	to	differentiation	categories	of	operational,	cultural	and	critical	literacies.	Anstey	and	Manitsky	made	further	differentiation	to	what	others	encompassed	as	professional	literacy	knowledge.		They	distinguished	“program	knowledge”	(p.	42),	the	knowledge	required	for	curriculum,	syllabi	and	subject	content	from	“theoretical	knowledge”	(p.	42),	the	knowledge	relating	to	theories	of	language,	literacy,	multiliteracies	and	learning	development.		Jones	and	Chen	followed	Shulman’s	classifications	with	“pedagogical”	knowledge	and	“subject	matter“	knowledge	(p.	157).		Zipin	and	Brennan	did	not	address	the	area	of	curriculum,	content,	and	pedagogy.		They	construed	teacher	literacy	knowledge,	using	Green’s	(1988)	model,	as	more	of	a	general	empowering	of	teachers	to	be	effective	in	the	professional	workplace.		Hence,	they	focused	on	a	category	of	critical	knowledge	as	“the	integration	of…operational,	cultural	and	critical…needed	to	understand	disciplines,	representational	genres,	to	develop	and	position	themselves	and	to	communicate	with	others”	(p.	5).	
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Seven	of	the	nine	constructs	listed	in	Table	1	explicitly	presented	personal	literacy	as	a	differentiation	strand.		One	construct	differentiated	for	operational	literacy	(Zipin	&	Brennan,	2006)	and	another	differentiated	for	
commonsense/general	competency	(P.	Jones	&	Chen,	2012);	closer	reading	revealed	these	two	strands	to	be	similar	to	the	personal	literacy	strands	of	the	other	constructs.		Since	Jones	and	Chen	made	only	passing	reference	to	their	
commonsense/general	strand,	it	did	not	warrant	detailed	analysis	as	a	discursive	construct.		However,	Zipin	and	Brennan’s	operational	strand,	recommended	as	discursive	construct	in	ITE,	drew	heavily	on	Green’s	(1988)	theoretical	model	of	literacy,	hence	the	further	attention	to	it	below.		A	majority	of	studies	made	reference	to	personal	literacy	(with	that	wording),	and	also	with	semantically	equivalent	terms,	in	the	same	way	as	the	government	policy	and	review	documents	examined	in	the	previous	chapter.		For	example,	wording	taken	to	refer	to	personal	literacy	includes	”their	own	literacy”	(L.	Devereux	&	Wilson,	2008,	p.	123),	“beginning	teachers’	competence	in	literacy”	(W.	Louden	&	Rohl,	2006,	p.	68),	and	“their	knowledge…students’	knowledge	of…”	(Harper	&	Rennie,	2009,	p.	151).	The	presence	of	personal	literacy	constructs	in	the	reviewed	studies,	even	when	worded	variously,	was	highly	significant	for	my	study.		Therefore,	the	personal	literacy	constructs	in	the	studies	needed	to	be	analysed	for	descriptions	and	explanations	of	personal	literacy	that	point	to	possible	definitions,	as	well	as	indications	of	constituent	elements.	As	noted	above,	several	studies	drew	on	Northedge’s	(2003)	literacy	discourse	domains,	applying	them	to	the	teaching	context.		Northedge	identified	
everyday	literacy,	describing	it	as	the	public,	local,	home,	community	functions	in	daily	life,	with	discourse	that	is	“urgent,	personal,	emotive	and	tribal”	(p.	24).		
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This	was	taken	up	by	Macken	et	al.,	Devereux	et	al.	and	Devereux	and	Wilson	as	“commonsense,	tacit	and	purveyed	by	mass-media”	(Macken-Horarik	et	al.,	2006,	p.	244).		They	viewed	everyday	literacy	as	the	literacy	pre-service	teachers	bring	to	teacher	education:	“the	ground	on	which	academic	and	professional	literacies	are	raised	up”	(p.	244).		Devereux	and	Wilson	focused	more	on	personal	attributes,	supplanting	Northedge’s	everyday	with	personal.		In	doing	so,	they	portrayed	the	teacher	as	operating	at	the	personal	and	interpersonal	level	of	classroom	engagement	-	“The	‘personal’	is	necessary	to	engage	with	children	and	to	develop	meaningful	social	relationships	with	parents	and	caregivers	and	colleagues”	(p.	124).		Honan	et	al.	(2013,	2014)	took	up	this	personal–professional–academic	model	as	a	research	framework	and	model	for	ITE	programs	because	it	allowed	them	to	“illustrate	the	diverse	range	of	challenges	pre-service	teachers	face	during	their	study”	(Honan	et	al.,	2013,	p.	22).	 Anstey	and	Manitsky’s	personal	literacy	was	the	basis	of	their	first	professional	standard,	and	was	allied	with	intercultural	and	technological	competencies.	They	provided	very	limited	defining	language	for	their	term	other	than	“competence	in	literacy	and	information	and	communications	technology	which	will	enable	(teachers)	to	model	a	wide	range	of	literacy	practices”	(p.	42).		They	unpacked	this	standard	as	“language,	multiliteracies,	discourse	and	power…in	context	of	the	school,	the	classroom	and	the	community”	(p.	42),	presenting	a	very	broad	range	of	knowledge	that	ranges	from	discrete	basic	skills	to	genre	and	discourse.		Zipin	and	Brennan,	along	with	Jones	and	Chen,	identified	knowledge	areas	similar	to	those	in	the	other	categorisations	of	personal	attributes,	even	though	terms	and	explanations	varied.		Thus,	in	effect,	
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both	these	studies	denoted	personal	literacy	knowledge.		Zipin	and	Brennan’s	
operational	literacy	was	described	generally	as	meaning-making,	but	also	as	“functional	levels	of	reading	and	writing	(decoding	and	comprehension)	of	particular	discourses	and	genre”	(p.		5),	and	again	as	basic	“skills	of	grammar	and	sentence	structures”	(p.	5).		This	presented	a	very	wide	range	of	literacy	knowledge	similar	to	Jones	and	Chen’s	commonsense	literacy	(sometimes	general	was	used)	of	spelling,	punctuation	and	recognition	of	grammatical	terms.		While	not	specified	as	a	distinctly	differentiated	notion	of	literacy,	Jones	and	Chen	used	commonsense	to	refer	to	literacy	knowledge	items	in	the	competency	assessment	that	“many	respondents	recognized…that	have	passed	into	commonsense”	(p.	155).	Personal	literacy	was	not	always	construed	as	an	abstract	body	of	knowledge	in	the	studies.		The	notion	of	an	individual	profile	was	put	forward	by	Wilson	(2007)	as	students’	“personal	literacy	profile”	(p.	684).			For	the	same	idea,	Honan	et	al.	(2013)	referred	to	“pre-service	teachers’	own	literacy	
identities”	(p.	52).		This	is	a	notion	put	forward	by	New	London	Group	(1996),	and	subsequently	followed	up	by	Anstey	and	Bull	(2006).		It	accounts	for	each	person’s	unique	acquisition	of	literacy	knowledge	and	practices	central	to	the	multiple	discourses	encountered	across	multiple	“lifeworlds…work,	learning,	citizenship”	(Anstey	&	Bull,	2006,	pp.	34-35),	and	critical	for	designing	one’s	own	“social	future”	(New	London	Group,	1996,	p.	60).		The	notion	also	resonates	with	Luke	et	al.’s	(2000)	repertoire	of	literacy	practices.		In	the	context	of	teacher	education,	Wilson	explained	his	notion	of	literacy	profile	as	“the	presence	or	absence	of	essential	and/or	desirable	literacy	practices	to	serve…as	a	functional	‘tool	kit’”	(p.	684)	for	undertaking	tertiary	study	and	thereafter	taking	up	work	
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in	the	profession.		Similarly,	Honan	et	al.	(2013)	explained	the	notion	of	literacy	identity	as	“the	literacy	practices	pre-service	teachers	demonstrate	and	are	challenged	to	learn”	(p.	52).			The	notion	of	literacy	profiles	as	indicative	of	personal	literacy	knowledge	is	noteworthy	when	it	is	contrasted	with	the	notion	of	personal	literacy	knowledge	discovered	in	the	previous	chapters.		Both	present	as	specific	elements	of	language,	process	and	skills	with	language	use,	and	particular	discourse	structures.	The	constructs	of	personal	literacy/ies,	personal	literacy	profiles	and	personal	literacy	identities	expressed	in	the	studies	by	these	teacher	educators	were	significant	for	my	study.		They	signified	that	teacher	educators	increasingly	believe	in	the	need	for	some	essence	of	personal	literacy	besides	the	now	traditional	constructs	of	subject,	content,	pedagogical,	and	academic	literacies.		They	also	signified	that	the	notion	of	personal	literacy	has	not	emerged	just	out	of	political	policies	and	mechanisms,	but	out	of	the	complexity	in	the	way	literacy	has	developed	in	current	contexts	and	how	teacher	education	accounts	for	this	in	students	entering	ITE.		The	constructs	have	also	emerged	from	the	ways	in	which	teacher	educators	are	endeavoring	to	develop	pre-service	teachers’	literacy	knowledge	to	meet	the	profession’s	demands	and	challenges.		But	even	within	ITE,	there	were	differences	amongst	stakeholders	as	to	what	constitutes	personal	literacy.		The	above	analysis	depicts	a	tension	among	the	various	models,	particularly	between	narrow	basic	skills	and	expansive	socio-cultural	models.	
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Findings	relating	to	guiding	question	3:	definitions	and	constituent	
elements	To	understand	the	tension	and	variations	among	socio-cultural	‘takes’	on	literacy,	it	was	necessary	to	identify	precisely	what	personal	literacy	in	each	model	‘looks	like’	when	enacted	in	the	studies.		This	raised	questions	about	what	elements	of	literacy	and	language	knowledge	were	targeted	by	teacher	educators	in	their	investigations	into	ITE	programs,	particularly	personal	literacy	knowledge.		Specifically,	what	did	they	recommend	ITE	programs	include	as	specific	content?		What	did	they	include	in	their	assessments	and	surveys	of	pre-service	teachers’	competencies?		This	information	was	fundamental	to	the	design	of	data	analysis	in	my	study.		Prior	to	the	initial	implementation	of	the	personal	literacy	exit	tests,	pre-service	teachers	and	teacher	educators	were	asking	similar	questions,	such	as	what	will	be	in	this	test?		What	will	pre-service	teachers	need	to	know?		What	personal	literacy	knowledge	and	particular	elements	of	language	should	be	the	basis	of	literacy	support	work	in	ITE	programs?			Thus,	guiding	question	3	revealed	the	elements	of	language	and	literacy	knowledge	through	which	the	teacher	educators	construed	what	counted	for	them	as	constituent	elements	of	personal	literacy.	The	studies	of	Bostock	and	Boon,	Louden	and	Rohl,	Harper	and	Rennie,	had	the	same	key	focus	on	personal	literacy	specifically	relating	to	pre-service	teachers’	competence	and	self-efficacy.	Their	discussion	was	generally	about	levels	of	knowledge	and	competency;	skills	identified	as	high,	flagging	or	lacking;	and	proficiency.		They	centred	most	frequently	on	traditional,	sentence	level	basic	skills	knowledge	in	their	findings	and	discussions,	but	also	as	the	basis	for	data-gathering	instruments.		Louden	and	Rohl	limited	their	focus	to	familiarity	
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with	sentence	level	“grammar	structures”	and	“personal	competence	in	grammar”	exemplified	as	noun	and	verb	recognition	(p.	68).		They	occasionally	shared	Bostock	and	Boon’s	focus	on	paragraph	accuracy,	spelling	and	punctuation.		Harper	and	Rennie	also	foregrounded	traditional	basic	skills,	but	their	view	of	personal	literacy	was	more	extensive.		Evidence	was	clear	in	the	content	of	their	competency	questionnaire	which	included	word	and	sentence-level	knowledge,	traditional	grammar	terminology,	clause	structure,	punctuation,	standard	and	non-standard	English	usage.		Harper	and	Rennie	also	targeted	conceptual/theoretical	aspects	of	literacy	as	essential	in	teachers’	literacy	(knowledge	about	language	or	KAL)	such	as	phonology,	phonemics,	graphophonics,	semantics,	etymologies,	socio-linguistics	(language	varieties	and	use).		While	extensive,	these	conceptual	areas	presented	as	ambiguous.		They	overlapped	various	other	recognised	categories	of	teacher	knowledge,	such	as	Shulman’s	(1986,	1987)	content,	subject	and	curriculum	knowledges,	rather	than	fitting	the	categories	of	personal	knowledge	being	addressed	in	this	literature	review.		This	ambiguity	was	a	concern	for	my	study.		When,	for	example,	etymology	presents	in	the	ITE	program	data,	what	determines	whether	it	is	there	as	pre-service	teachers’	subject	knowledge,	curriculum	knowledge	or	personal	knowledge?		Therefore,	the	coding	analytic	had	to	be	designed	to	account	for	this	overlapping.	The	group	of	studies	reviewed	above	construed	personal	literacy	as	an	unsystematic	listing	of	elements	of	language	albeit,	in	this	case,	incomplete	and	determined	by	perceived	deficits	in	student	assessment.		What	was	different	between	the	studies	was	the	scope	in	elements	of	literacy	and	language;	what	was	similar,	was	the	commonality	of	repeated	referrals	to	basic	skills	of	sentence,	
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punctuation,	spelling	and	traditional	grammar.		Although	incomplete,	these	studies	made	a	contribution	to	building	a	more	precise	understanding	of	personal	literacy	and	contributed	to	my	thesis	because	both	differences	and	commonalities	were	potential	indicators	for	analysing	my	study’s	program	data.	The	remaining	studies	(including	Zipen	and	Brennan’s	theoretical	paper)	presented	literacy	as	a	sociocultural	conceptualisation.		The	commonality	in	these	studies	was	the	focus	on	elements	of	literacy	and	language	that	the	teacher	educators	considered	essential	personal	literacy	for	pre-service	teachers	as	students	in	ITE	and	future	workplace	professionals.		They	favoured	the	diverse	literacy	practices	covering	traditional	and	new	technologies,	typically,	drawing	on	Luke	et	al.’s	(2000)	construct	of	literacy	as	a	repertoire	of	practices.		The	studies	differed	significantly	in	design	and	priority	of	specific	literacy	elements,	yet	all	concurred	in	relation	to	how	they	framed	the	elements.		Anstey	and	Manitsky	(2010),	Penn-Edwards	(2010)	and	Wilson	(2007)	strongly	supported	a	multiliteracies	(Cope	&	Kalantzis,	2000;	New	London	Group,	1996)	framework.		Anstey	and	Manitsky’s	recommendation	is	explicit	-	“teachers	of	literacy	should…be	multiliterate	themselves…[and]	understand	new	literacies…beyond	paper	texts	to	texts	in	other	representational	forms”	(p.	39).		Anstey	and	Manitsky	specified	nothing	further,	whereas	in	the	survey	of	pre-service	teacher	confidence,	Penn-Edwards	listed	“eight	aspects	underpinning	literacy:	verbal	and	non-verbal;	reading/viewing/listening;	visual;	genre;	structure	(paragraphs,	sentences);	grammar;	spelling;	and	ICT/computing	skill”	(p.	52).		Here	the	broad	knowledge	areas	of	multiliteracies	of	genre,	semiotic	modes	and	media	contrasted	with	expectations	of	more	discrete	basic	knowledge	of	spelling,	sentence	and	grammar	in	the	work	of	Bostock	and	Boon,	Louden	and	Rohl,	
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Harper	and	Rennie	discussed	above.		Wilson	(2008)	unpacked	“personal	literacy	practices	across	daily	events”	(p.	683)	as	“characteristics	and	conventions	of	the	technology	of	text	[specifically]	phonics,	letter	knowledge,	spelling	skills	and	generalized	practices…with	print	that	support	engagement	with	print	and	other	non-print	literacy	events”	(p.	683).		Two	points	of	interest	here	were	the	naming	of	personal	literacy	as	something	related	to	daily	activity	distinct	from,	but	inevitably	fundamental	to	ITE	activity.	Second,	there	was	the	implicit	assumption,	typical	of	a	multiliteracies	construct,	that	personal	literacy	spans	print	and	non-print	modes.		While	some	language	elements	for	print	mode	were	specified	(phonics,	spelling),	none	was	offered	for	non-print	modes.	A	different	view	of	what	elements	might	constitute	personal	literacy	knowledge	was	found	in	the	related	studies	of	Macken-Horarik	et	al.	(2006),	Devereux	et	al.	(2007)	and	Devereux	and	Wilson	(2008).		These	studies	investigated	the	scope	and	diversity	of	ITE	student	literacies	and	depth	of	literacy	knowledge	implicit	in	construction	of	assignments	pre-service	teachers	would	undertake.			Macken	et	al.,	in	particular,	provided	a	framework	of	literacy	knowledge	rather	than	a	list	of	miscellaneous	elements	derived	from	claims	of	student	knowledge	deficits.		They	argued	that	greater	understanding	of	pre-service	teachers’	literacy	capabilities	could	be	be	gained	by	focusing	on	discourse	domains	and	linguistic	demands	of	literacy-mediated	tasks	within	those	domains.	We	grouped	these	literacies	into	three	discourse	domains	-	Everyday,	Academic	and	Professional	–	later	differentiating	these	linguistically	using	genre	and	register.		The	four	parameters	of	field,	tenor,	mode	and	genre	
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gave	us	the	meaningful	way	of	capturing	key	dimensions	of	discourse	variation	in	a	given	domain.	(p.	255)	The	domain	variations	in	the	everyday	discourse	domain	(personal	discourse	in	subsequent	related	studies,	(e.g.	L.	Devereux,	Macken-Horarik,	M.,	Trimingham-Jack,	C.,	Wilson,	K.,	2007))	were	realised	as	literacy	and	language	features	appropriate	to	a	particular	assignment	or	workplace	task.		In	their	study,	Macken	et	al.	identified	literacy	and	language	features	of	the	genre	discourse	levels	as	field	-	commonsense	knowledge	of	the	topic;	tenor	-	personal,	reader-friendly	features	appropriate	to	a	student,	parent	or	colleague	audience;	mode	-	language	close	to	self	and	familiar	experience;	and	genre/text-type	-	typical	items	such	as	journal	entries,	informal	letters	to	and	from	parents,	emails	to	colleagues.		These	features	present	as	generalised,	but	the	systemic	functional	grammar	origin	provides	the	detailed,	discrete	knowledge	–	the	knowledge	about	language	(KAL)	underpinning	each	feature.		The	value	of	Macken-Horarik	et	al.’s	framework	to	the	thesis	was	the	view	of	personal	literacy	knowledge	as	a	systematic	framework	rather	than	an	eclectic	assortment	of	language	elements.		Further,	the	framework	gave	more	substance,	thus	credibility,	to	the	notion	of	personal	literacy	because	it	located	it	with	other	discursive	constructions	of	literacy	relating	to	ITE	and	professional	workplace	domains.		The	knowledge	constituency	of	the	framework	was	a	substantial	KAL	base	drawing	from	systemic	functional	grammar	and	genre	theory.		This	framework	contributed	to	a	more	complete	understanding	of	literacy	knowledge	that	in	turn	informed	the	conceptual	framework	of	professional	teaching	knowledge.	A	different	view,	again,	of	framing	the	diverse	literacy	practices	expected	of	teachers	was	found	in	the	two	studies	by	Honan	et	al.	(2013,	2014)	that	sought	
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evidence	of	the	personal	literacy	knowledge	applicants	brought	to	the	ITE	program.		They	were	interested	not	in	a	preconceived	set	of	decontextualised	basic	competencies	to	indicate	knowledge,	but	in	the	range	of	literacy	knowledges	(and	associated	skills	and	understandings)	that	pre-service	teachers	demonstrated	in	assignments.		Honan	et	al.	analysed	three	typical	ITE	First	Year	assignments:	a	traditional	presentation	assignment	in	which	personal	literacy	knowledge	related	to	presentation	and	questioning	skills;	a	digital	story	task	in	which	personal	literacy	knowledge	related	to	writing	a	250-word	critique	of	their	own	knowledge	and	competency,	and	synthesising	these	ideas	using	presentation	software	for	image	and	voice	recording;	and	a	wiki	in	which	personal	literacy	knowledge	related	to	navigating	online,	uploading	to	a	target	audience,	determining	page	length,	hyperlinking	pages,	and	embedding	audio/image/video.		Honan	et	al.’s	framing	of	the	personal	knowledge	in	terms	of	modes	and	media	for	engaging	with	ITE	content	and	professional	practice	brought	a	different	perspective	to	personal	literacy	requirements	for	ITE.		What	they	presented	as	essential	was	knowledge	of	the	broad	range	of	semiotic	systems	and	media,	traditional	and	digital,	as	core	to	studying	in	ITE	and	teaching	in	school.	Two	significant	contributions	to	this	thesis	were	made	by	the	work	of	Honan	et	al.	(2014).		First,	what	counted	for	them	as	constituent	elements	of	personal	literacy	knowledge	was	construed	directly	from	ITE	student	course	work.			This	is	similar	to,	but	presented	in	more	detail	than	the	argument	proposed	by	Macken-Horarik	et	al.	(2006).		The	detail	contrasts	with	the	generalised	miscellanies	of	literacy	and	language	presented	in	other	studies,	such	as	“text	level	characteristics	and	conventions	of	the	technology	of	text”	in	
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Wilson	(2007,	p.	638)	and	“grammatical	structures”	in	Louden	&	Rohl	(2006,	p.	68).		Second,	Honan	et	al.	specified	elements	of	non-print	modes	of	communication	and	new	literacies	that	they	considered	essential	personal	literacy	knowledge.		For	example,	rather	than	merely	identifying	‘non-print	modes’,	specific	elements	such	as	“hyperlinking	pages…embedding	video…navigating	online”	(p.	27)	are	named.		No	other	studies	in	this	review	expanded	with	such	detail	the	area	of	new	or	digital	literacies	in	terms	of	what	counts	as	personal	literacy	knowledge.	The	significance	of	Honan	et	al.’s	other,	2013	study.	was	their	framing	of	personal	literacy	knowledge	as	a	system	of	resources,	rather	than	a	sampling	of	miscellaneous	elements.		The	study	sought	to	determine	both	bare	minimum	and	advanced	literacy	knowledge	that	students	would	require	to	engage	successfully	in	ITE	studies.			By	framing	student	capacities	within	Freebody	and	Luke’s	(2003)	Four	Resources,	students	were	viewed	as	constantly	shifting	among	the	roles	of	“breaking	the	code	of	texts…participating	in	the	meanings	of	text…using	texts	functionally…critically	analysing	and	transforming	texts”	(pp.	56-57).		Honan	et	al.	identified	a	range	of	literacy	knowledge	elements	intrinsic	to	these	roles	for	a	range	of	typical	ITE	assessment	tasks.			For	example.	a	traditional	essay	task	required	bare	minimum	code-breaker	knowledge	of	linear	text,	genre	and	text-type,	while	digital	tasks	required	knowledge	of	phrasing	in	bulleted	lists,	sentence	and	default	themes.			The	use	of	the	Four	Resources	framework	presented	a	strong	argument	for	the	scope	of	personal	literacy	to	be	comprehensive	yet	systematic,	and	for	the	detail	to	be	specific	in	elements	both	traditional	and	digital.		The	framework	informed	my	study	in	several	ways.		First,	it	defined	a	wide	scope	of	literacy	
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knowledge	that	could	offer	coding	categories	for	data	analysis.		The	scope	focused	sometimes	on	conceptual	knowledge,	sometimes	on	a	set	of	specific	language	elements,	but	it	was	extensive	and	systematic,	compared	to	other	frameworks	that	were	really	lists	of	sub-technical	mechanics	at	the	grammatical	level	of	sentence	for	traditional	print	text.		Further,	Honan	et	al.’s	(2013)	framework	prov'ided	a	range	of	specific	elements	for	analytic	indicators	of	pre-service	teachers’	personal	literacy	not	revealed	in	the	previously	reviewed	literature.		Elements	such	as	“linear	text	[and]	embedded	audio	files”	(p.	56)	added	detail	to	the	analytic	coding.		Also,	the	framework	presented	a	conceptual	shift	from	personal	literacy	knowledge	as	a	collection	of	elements	of	language	to	the	personal	literacy	resource-based	profiles	or	identities	that	Honan	et	al.	and	other	teacher	educators	(such	as	E.	A.	Wilson,	2007)	prefer	to	think	of	when	considering	a	student’s	range	or	scope	of	literacy	knowledge,	skills	and	understandings.		The	notion	of	literacy	profile	or	identity	was	presented	earlier	in	this	chapter;	it	became	an	important	consideration	for	constructing	a	conceptual	framework	for	the	methodology	and	analysis	that	would	enable	me	to	recognise	provision	of	literacy	knowledge	in	the	ITE	program	data.	
Summary	Any	analysis	of	ITE	programs	to	identify	provision	of	personal	literacy	knowledge	is	challenged	by	uncertainty,	until	the	matter	of	what	counts	as	personal	literacy	is	resolved.			This	absence	of	any	established	understandings,	definition	or	body	of	constituent	knowledge	of	personal	literacy	was	a	significant	epistemological	problem	inherent	in	shaping	my	study’s	research	questions.		The	problem	was	significant	to	ITE	because	of	the	then	impending	state	and	federal	government	regulations	to	formally	assess	pre-service	teachers’	personal	
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literacy	knowledge	as	a	gatekeeping	mechanism	for	the	profession.	The	above	review	of	the	teacher	educator	studies	provided	a	strong	rationale	for	my	study	to	fill	the	epistemological	gap.		It	also	provided	a	rationale	to	generate	a	conceptual	framework,	design	a	methodology	and	construct	analytic	codes	to	unpack	categorisations	of	teachers’	professional	knowledge	in	relation	to	literacy.		The	following	brief	discussion	outlines	what	the	reviewed	studies	revealed	about	personal	literacy	and	how	it	informed	the	methodology	for	my	study.	 The	dominant	conceptualisation	of	literacy	across	the	studies	was	the	socio-cultural	model,	and	although	variations	of	interpretation	and	approach	were	present,	they	were	over-ridden	by	support	for	literacy	as	diverse	literacy	practices,	incorporating	multiliteracies,	traditional	and	new	digital	literacies.		Basic	and	functional	skills	conceptualisations	shared	a	narrow	focus,	typically	spelling,	sentences,	punctuation	and	grammar,	and	were	viewed	by	most	teacher	educators	as	important	“sub-technical	skills”	(L.	Devereux	&	Wilson,	2008,	p.	121)	but	only	as	a	small	part	of	a	much	wider	scope	of	literacy	in	contemporary	teaching.			Devereux	and	Wilson’s	“sub-technical	skills”	term	was	very	useful	for	my	study	as	a	way	of	referring	to	those	sentence-level	elements	which,	in	a	socio-cultural	view,	are	a	very	small	part	of	one	mode	of	communication	–	writing.		The	wider	scope	in	socio-cultural	approaches	responded	to	the	diverse	literacy	practices	in	contemporary	society	that	are	reflected	in	contemporary	schooling,	That	is,	practices	that	are	traditional	as	well	as	newer	digital	practices,	along	with	those	relating	to	culturally	diverse	communities.		This	wide-scale	perspective	on	literacy	practices	and	the	knowledge	inherent	in	them	was	of	value	to	my	study.	It	provided	further	substance	in	terms	of	personal	literacy	
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knowledge	as	a	basis	for	a	conceptual	framework	and	analytic	coding.		By	contrast,	the	traditional	sub-technical	skills	were	neither	sufficiently	extensive	nor	authentic,	particularly	the	meagre	range	that	dominated	the	government	reports	and	a	minority	of	the	reviewed	studies,	which	represented	teacher	knowledge	from	a	deficit	view.		Deficit	knowledge	arguments	were	considered	as	not	a	viable	starting	point	for	the	development	of	pre-service	teachers’	literacy.	The	notion	of	literacy	identities	or	profiles	was	a	dominant	focus	in	some	studies.		The	value	of	this	notion	to	the	study	was	that	it	viewed	personal	literacy	more	as	Luke	et	al.’s		‘repertoire	of	practices’.		This	focus	on	developing	the	diverse	knowledges	that	socio-cultural	conceptualisations	of	literacy	comprise.	as	opposed	to	the	deficit	range	of	basic	skills	knowledge.	was	considered	to	be	more	productive	for	the	study.		The	result	was	that	the	conceptual	framework	and	data	analysis	was	based	on	a	view	of	literacy	knowledge	that	encompassed	greater	substance.	The	frameworks	outlined	in	studies	by	Honan	et	al.	and	Macken-Horarik	et	al.	were	particularly	useful	to	this	thesis.		Each	had	a	theoretical	underpinning	-	the	Four	Resources	model	of	literacy,	and	genre	theory	–	and,	thus,	provided	a	comprehensive	‘big	picture’	understanding	of	how	personal	literacy	knowledge	could	be	mapped	in	terms	of	language	resources	and	practices.			A	systematic	understanding	of	language	resources	and	practices	was	made	possible	by	drawing	on	such	theoretical	models	such	as	Four	Resources	and	functional	language.		The	two	models	provided	considerable,	detailed	language	knowledge	for	constructing	analytic	codes	in	the	methodology	(see	Chapter	4).	In	summary,	this	review	of	research	by	teacher	educators	determined	what	they	considered	was	personal	literacy	knowledge.			The	review	provided	
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important	understandings	of	the	field	-	the	nature	of	personal	literacy	and	its	constituent	knowledge	as	viewed	by	those	working	and	researching	in	the	field	of	ITE.		These	understandings	supplemented,	as	intended,	the	findings	from	government	and	the	national	regulator	documents	reviewed	in	the	previous	chapter.			Of	fundamental	importance	was	the	validation	of	personal	literacy	as	a	significant	category	of	professional	teaching	knowledge	through	the	widespread	exploration	of	personal	literacy	in	the	studies.	and	its	use	as	a	discursive	construct	for	teaching	and	learning	in	ITE.		This	validation	by	the	literature	strongly	supported	the	formation	of	a	conceptual	framework	for	the	thesis	that	included	personal	literacy.	
Research	gaps	in	relation	to	provision	of	literacy	knowledge	and	personal	
literacy	knowledge	in	ITE		The	reviewed	studies,	supplemented	by	the	earlier	review	of	government	reports	and	AITSL	statements,	provided	a	very	wide	range	of	language	and	literacy	elements	that	the	three	stakeholder	groups	viewed	as	constituting	personal	literacy.		These	range	through	short-lists	of	basic	skills	sub-technical	items	such	as	spelling	and	punctuation	(P.	Jones	&	Chen,	2012);	hyperlinking	wiki	pages	(Honan	et	al.,	2014);	a	complex	framework	of	genre	and	register	(Macken-Horarik	et	al.,	2006);	to	a	theoretical	model	of	literacy,	such	as	multiliteracies	(Anstey	&	Manitsky,	2010).		Alongside	this	range	is	the	notion	of	students’	personal	literacy	knowledge	as	a	profile	or	identity.		The	range	presented	as	eclectic	and	disparate,	because	the	stakeholders	held	different	perspectives.		The	examples	of	constituent	elements	alone	were	unable	to	provide	a	complete	account	or	definitive	taxonomy	of	personal	literacy.		This	was	not	surprising,	given	the	newness	and	uncertainty	surrounding	the	notion	at	the	
	 130	
time,	the	complex	nature	of	literacy	itself,	and	given	also	the	fact	that	the	ITE	studies	did	not	intend	to	provide	such	an	account.		However,	what	has	been	provided	from	this	review	chapter	are	examples	of	elements	that	were	taken	to	constitute	personal	literacy	as	well	as	models	of	language	and	literacy	that,	in	themselves,	represented	a	systematic	resource	of	literacy	elements.	For	the	purposes	of	data	analysis	for	this	thesis	the	findings	were	highly	valuable.		When	analysed,	the	range	consists	of	three	different	types	of	literacy	elements:		sub-technical	skills,	such	as	punctuation	(P.	Jones	&	Chen,	2012)	and	uploading	video;	processes,	such	as	navigating	online	(Honan	et	al.,	2014),	and	
concepts	and	models,	such	as	phonology	(Harper	&	Rennie,	2009)	and	multiliteracies	(Anstey	&	Manitsky,	2010).			The	particular	constituents	of	these	three	elements	are	presented	in	Table	2	below.		When	viewed	this	way,	the	apparently	disparate	and	eclectic	range	of	constituents	of	literacy	knowledge	makes	a	very	strong	point	that	personal	literacy	does	not	consist	merely	of	low-level	sub-technical	items	as	depicted	in	the	government	reports	and	by	some	teacher	educators.		Rather,	according	to	this	account,	personal	literacy	knowledge	presents	more	like	Freebody	and	Luke’s	(2003)	systematic	repertoire	
of	practices	that	comprise	the	sub-technical	skills,	processes	of	learning	and	using	language,	and	the	concepts	and	models	of	language	which	frame	literacy	and	language	(as	in	Christie	and	Macken-Horarik’s	(2011)	models	of	classroom	English).	The	following	chapter	(Methodology)	draws	on	these	findings	to	reveal	the	construction	of	analytic	strategies	and	coding	designed	to	capture	the	provision	of	personal	literacy	in	ITE	programs.		 	
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Table	2	Examples	of	constituent	elements	of	personal	literacy	knowledge	recognised	by	Teacher	Education	Researchers	
Sub-technical	(basic)	skills	level	of	sentence	and	clause	
grammar	terminology:	part	of	speech	recognition	grammar	structures:	sentence	to	cohesion	to	clause	to	modifiers	to	apposition	sentence		clause	syntax	word	recognition	word	letter	knowledge	phonics	noun-verb	recognition	vocabulary		spelling	paragraph		punctuation		grammar	
Processes	
word	processing	presentation	software	multimedia	reading/viewing/listening	–	interpret	&	analyse			visual	texts	–	graphics,	composition	
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writing	a	250-word	script	
presenting	to	audience	
questioning	critiquing	and	synthesising	ideas		
determining	a	suitable	page	length	
Conceptual	frameworks/models	
genre:	language	for	social	purposes;	text-types	and	forms;	language	meta-functions	(field,	tenor,	mode)	multiliteracies:	new	literacies,	texts	in	various	representational	forms;	semiotic	modes;	multiple	media	
Four	Resources	model	-	Freebody	&	Luke:	literacy	practices;	reader	as	code-breaker,	text	participant,	user	and	analyst.	
	
A	conceptual	framework	to	represent	teachers’	professional	knowledge	To	contextualise	the	study	of	teachers’	personal	literacy,	the	study	required	a	conceptual	framework	that	represented	teachers’	professional	knowledge.		To	be	reliable,	the	framework	needed	to	draw	on	research	literature	on	teaching,	knowledge	and	the	professions.		The	framework	needed	to	support	my	study’s	research	questions	that	sought	to	identify	teacher	literacy	knowledge	in	pre-service	education	programs	for	both	current	and	historical	contexts.		In	the	analysis	of	data	(Chapters	6	and	7),	the	framework	was	used	to	illuminate	the	various	realisations	of	literacy	knowledge	found	in	the	program	documents.			Literature	on	knowledge	in	the	contexts	of	education	and	the	professions	varies	extensively.		Some	models	of	knowledge	were	simplistic,	and	others	were	broad.		For	example,	Kennedy’s	(1999,	p.	34)	construct	of	teachers’	knowledge	
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made	the	simple	distinction	between	“expert	knowledge”	gained	from	academic	study	and	“experiential	knowledge”	gained	from	practice.		This	was	not	a	useful	framework	for	the	study	because	it	did	not	have	a	specific	focus	on	personal	literacy	knowledge	and	how	such	knowledge	might	be	provided	in	a	pre-service	education	program.		Conversely,	Maton’s	(2010)	model	of	legitimation	codes	of	specialisation	was	a	broad	construct	of	knowledge	as	social	discourse,	albeit	within	education	and	teaching.		It	provided	an	analytical	tool	for	the	structure	of	knowledge	within	a	sociology	of	education	and	the	relations	both	within	and	between	“knower	and	knowledge”	(p.	45).		Such	a	model	was	too	complex	for	the	study	as	it	operated	at	level	of	abstract	delicacy	that	was	too	detailed	for	the	purpose	of	a	contextualised	framework	designed	to	interrogate	ITE	programs.		Further,	its	focus	on	a	knower-knowledge	paradigm	was	in	conflict	with	the	professional	knowledge	conceptualisations	of	literacy	that	my	study	pursued.	Macken-Horarik	et	al,	(2006),	drawing	on	Northedge	(Northedge,	2003),	presented	a	framework	explicitly	related	to	literacy	in	pre-service	education	which	was	considered	to	be	more	relevant,	based	on	discrete	discourses	-	“everyday,	professional	workplace	and	professional	academic	literacies”	(p.	244).		It	was	noted	that	Workplace	literacies	(practical,	workplace-driven)	and	
academic	literacies	(informed	and	specialised)	were	identified	as	discrete	notions,	but	were	fundamentally	professional	discourses.		In	contrast,	everyday	literacies	were	“commonsense,	tacit	and	mass-mediated”	and	“the	ground	on	which	professional	[and	academic	literacies]	are	raised	up”	(pp.	244-5).		This	framework	provided	useful	distinctions	of	teachers’	literacy,	and	contributed	to	ways	of	understanding	the	current	Australian	notion	of	personal	literacy.		However,	for	the	purposes	of	my	study	Northedge	did	not	reveal,	with	sufficient	
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conceptual	breadth,	the	range	of	literacy	knowledges	that	constitute	the	professional	literacies;	that	is,	workplace	and	academic.	Shulman’s	(1986,	1987)	studies	of	teaching	and	teacher	knowledge	presented	a	framework	for	seven	conceptualisations	of	knowledge	that	mark	what	teachers	know,	based	on	their	professional	practice.		This	framework	distinguished	the	nature	of	different	knowledges	in	teaching:	subject	content,	pedagogical	content,	general	pedagogical,	learner,	educational	context	and	educational	ends.		The	model	was	not	developed	for	a	specific	literacy	focus.		Rather,	it	was	to	be	applied	generally	to	teaching,	representing	all	subject	content	areas	within	a	curriculum.	Of	Shulmans’	seven	conceptualisations,	three	focused	on	content	and	were	considered	to	be	relevant	to	my	study:		…content	knowledge;	that	is,	knowledge	of	a	subject	and	the	ways	it	is	organised;	…curriculum	knowledge;	often	now	referred	to	as	CK,	is	a	particular	grasp	of	the	materials	and	programs	either	prescribed	or	developed	by	individual	teachers;		…pedagogical	content	knowledge;	often	now	referred	to	as	PCK,	is	…that	special	amalgam	of	content	and	pedagogy	that	is	uniquely	the	province	of	teachers,	their	own	special	form	of	professional	understanding.	(1987,	p.	8)	Shulman’s	framework	was	not	as	recent	as	those	discussed	above,	but	despite	its	age,	continues	to	be	significant	in	studies	and	debates	about	teacher	knowledge,	recording	“…no	less	than	fifty	citations	to	these	two	articles	in	every	year	since	1990.”	(Ball	et	al.,	2008,	p.	392).		The	framework	has	been	adapted	
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and	extended	to	burgeoning	areas	of	knowledge	such	as	information	technology	(IT),	as	noted	in	Technological	Pedagogical	Content	Knowledge	(TPCK)	(Mishra	&	Koehler,	2006).		IT	is	not	a	traditional	subject	discipline,	but	the	TPCK	framework	builds	on	the	Shulman	model,	arguing	the	interplay	of	IT	knowledge	and	the	pedagogical	knowledge	of	utilising	IT	as	a	learning	and	teaching	tool,	as	in	“…the	essential	qualities	of	teacher	knowledge	required	for	technology	integration	in	teaching,	while	addressing	the	complex,	multifaceted,	and	situated	nature	of	this	knowledge.”	(Mishra	&	Koehler,	2006,	p.	1).	Where	Maton	(2010)	provided	a	way	of	seeing	how	knowledge	structures	enable	cumulative	learning	and	knowledge	building,	Shulman	(1987)	provided	a	framework	of	the	types	of	knowledge	addressed	in	pre-service	education;	it	could	be	applied	specifically	to	literacy	itself,	where	it	presents	within	subject	English,	but	also	within	other	subject	content	areas	of	the	curriculum.		Thus,	I	judged	Shulman’s	framework	to	be	more	relevant	to	my	study.		Similarly,	for	example,	Kennedy	(1999)	centred	on	the	locus	of	knowledge	development,	that	is,	acquisition	of	“craft	knowledge”	(p.	30)	in	the	workplace.		This	contrasted	with	pre-	and	post-service	instruction	in	formal	study	of	expert	knowledge;	Shulman’s	framework	distinguished	the	different	types	of	knowledge	teachers	bring	to	their	various	discipline	domains	in	the	curriculum.		Thus,	Shulman’s	framework	was	better	able	to	capture	and	scope	areas	of	literacy	knowledge	content	in	my	study’s	data.	Macken-Horarik	et	al.’s	(2006)	study,	and	related	studies	by	Devereux,	Macken-Horarik,	Trimingham-Jack	and	Wilson	(2007),	and	Devereux	and	Wilson	(2008),	interpreted	Northedge’s	(2003)	three-part	everyday–workplace–academic	model	of	literacy	domains	to	differentiate	literacy	knowledge	in	ITE	
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programs.			Similarly,	Honan,	Exley,	Kervin,	Simpson	&	Wells	(2013,	2014)	applied	the	model,	substituting	personal	for	everyday.		These	studies	supported	and	validated	Northedge’s	model	as	an	approach	to	identifying	and	analysing	the	detail	of	knowledge;	that	is,	the	elements	that	may	constitute	personal	literacy	knowledge	in	ITE.		However,	for	conceptual	framing	of	the	various	categories	of	teacher	knowledge	beyond	literacy,	Shulman’s	conceptualisations	had	greater	precision;	hence,	it	was	judged	able	to	analyse	with	greater	delicacy.	The	analytical	capability	of	Shulman’s	model	was	supported	by	Ball	et	al.	(2008)	who	note	that	Shulman	did	not	set	out	to	itemise	what	teachers	ought	to	know	in	a	subject,	but	to	”provide	conceptual	orientation	and	set	of	analytical	distinctions.”	(p.	392).		This	was	the	core	relevance	of	adopting	Shulman’s	conceptualisations	of	teacher	knowledge	for	this	study.		Hence,	I	chose	the	distinctions	of	content,	curriculum	and	pedagogical	content	‘knowledges’	as	key	categories	for	the	conceptual	framework.	However,	despite	its	considerable	usefulness,	the	Shulman	framework	lacked	one	important	distinction	in	relation	to	the	current	Australian	context.		It	was	unable	to	account	for	the	notion	of	literacy	knowledge	that	now	exists	as	part	of	government	regulations	on	pre-service	teacher	education	-	personal	literacy.		For	the	purpose	of	this	study,	it	was	necessary	to	accommodate	personal	literacy	knowledge	as	a	feature	in	the	study’s	conceptual	framework	of	teacher	knowledge,	despite	the	lack	of	a	single,	clear,	and	accepted	definition.	This	expanded	conceptual	framework	is	shown	in	Figure	1	below.		The	framework	illuminates	the	phenomenon	being	studied:	teachers’	personal	literacy	knowledge	as	the	relationship	between	distinct	constructs	that	align	with	the	profession’s	current	constructs	of	professional	knowledge.		It	also	
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frames	the	process	by	which	the	all	literacy	knowledge	provided	in	a	pre-service	program	can	be	unpacked.	
	 	
Literacy knowledge prior to pre-service education 
4-Year Teacher Education (Primary) program 
Professional 
Studies 
Curriculum 
Studies 
Pedagogy 
Studies 
Literacy 
Content 
Literacy 
Curriculum 
Literacy 
Pedagogical 
Content 
Personal 
Literacy 
Figure	1	Conceptual	framework	classifying	teachers’	professional	knowledge	in	relation	to	literacy	and	including	personal	literacy	knowledge	as	a	presumed	category.	
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Conclusion	In	preparation	for	the	study’s	data	analysis,	the	lack	of	definition	of	personal	literacy	knowledge	was	a	challenge.	Although	there	were	two	very	general	descriptions	(discussed	above),	at	the	time	of	the	data	collection	and	analysis	there	were	no	existent	examples	of	what	a	personal	literacy	test	should	look	like.			Given	this	lack	of	clarity,	prior	to	analysis	of	the	various	program	documents,	it	was	predicted	that	items	left	uncoded	according	to	existing	literacy	knowledge	criteria	would	likely	be	examples	of	personal	literacy.	The	conceptual	framework	(Figure	1)	developed	for	this	study,	shows	a	typical	pathway	for	a	four-year	undergraduate	primary	teacher	education	program.		As	part	of	gaining	entry	to	the	program,	students	must	demonstrate	personal	literacy	knowledge	and	skill,	gained	during	schooling,	at	examination	levels	set	by	government.		A	typical	program	comprises	three	broad	areas	of	study:	professional,	curriculum	and	pedagogy	studies	from	which	students	acquire	professional	knowledge	for	teaching.		Shulman’s	(1986,	1987)	conceptualisations	of	professional	knowledge	provide	the	classifiers	for	the	study’s	analysis	of	data	as	content,	curriculum	and	pedagogical	content	knowledge;	the	personal	literacy	category	expands	on	Shulman	classifiers.	The	framework	shows	how	the	literacy	knowledge	within	the	three	areas	of	teacher	education	study	can	be	identified	and	then,	using	Shulman’s	(1986,	1987)	categories,	can	be	classified	as	content,	curriculum,	and	pedagogical	knowledges.		Personal	literacy	knowledge	is	included	as	a	presumed	category	of	literacy	knowledge	for	teachers.		In	this	way,	the	study	seeks	to	capture	evidence	of	it.		The	data	analysis	therefore	set	codes	and	indicators	reflecting	what	has	been	established	so	far	in	the	literature	in	terms	of	definitions	and	
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understandings,	the	mandates	of	government	regulators	(ACARA	federal;	BOSTES	NSW	state),	and	the	insights	of	teacher	educators.		The	difficulty	of	attempting	to	differentiate	what,	according	to	these	mandates	and	insights,	counted	as	personal	literacy	knowledge	and	what	was	already	encapsulated,	explicitly	or	implicit	in	Shulman’s	categories,	is	revealed	later	in	the	thesis.		The	following	chapter	presents	the	conceptual	framework	designed	for	this	study	as	both	a	pathway	and	an	intellectual	challenge.		 	
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CHAPTER	5:	METHODOLOGY	
Introduction	The	previous	chapter	reviewed	literature	in	relation	to	studies	of	literacy	in	ITE	to	better	understand	the	often-sudden	shifts	in	conceptualising	literacy,	and	also	to	identify	methodologies	and	methods	to	inform	my	data	selection,	collection	and	analysis.		The	chapter	also	reviewed	literature	by	teacher	educators	to	achieve	a	resolution	to	an	epistemological	dilemma	in	my	study.	That	is,	the	absence	from	government	agencies	of	any	definition	of	teachers’	personal	literacy	knowledge	in	the	reports	and	policies	that	mandated	its	place	in	ITE.		What	exactly	is	it?		What	do	teacher	educator	and	researchers	say	it	is?		How	will	my	analysis	seek	to	recognise	it?		The	resolution,	presented	at	the	end	of	my	previous	chapter,	is	the	study’s	working	definition	of	teachers’	personal	literacy	knowledge.		That	definition,	presented	again	here,	enabled	the	analysis	of	ITE	program	data	to	proceed.	Personal	literacy	knowledge	for	teachers	is	the	knowledge	of	English	language,	realised	as	literacy	practices	within	a	socio-cultural	framework.		The	personal	aspect	of	this	knowledge	indicates	its	purpose:	pre-service	teachers	require	this	knowledge	and	competence	in	everyday,	academic	and	professional	domains	of	pre-service	teacher	education	studies	and,	thereafter,	the	professional	duties	of	an	accredited	teacher	within	school	education	settings.		This	significance	of	purpose	will	be	fundamental	to	establishing	validity	of	both	the	construct	of	personal	literacy	knowledge	and	its	identification	in	the	data;	that	is,	in	developing	my	coding	analytic.		Personal	literacy	knowledge	may	be	demonstrated	using	both	traditional	literacy	practices	and	practices	involving	digital	technology	for	receptive	and	expressive	communication	across	multiple	
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modes	of	meaning-making.		Given	this	complexity,	the	initial	consideration	of	'what	is	left	over'	after	other	categories	in	the	conceptual	framework	had	been	accommodated,	was	convenient	but	unworkable.	This	was	especially	clear	once	the	vast	scope	data	was	realised	and	the	degree	of	overlap	across	categories	was	noted.	This	chapter	addresses	the	methodology	for	my	research	into	the	provision	of	teachers’	personal	literacy	knowledge	within	initial	teacher	education	(ITE)	programs	for	primary	school	teachers.		The	analysis	needed	to	detect	if	personal	literacy	knowledge	was	provided	in	the	two	programs.		This	was	dependent	on	capturing	how	personal	literacy	knowledge	was	currently	realised	in	both	teacher	training	and	ITE,	what	it	‘looked	like’,	and	how	it	was	identified.		As	a	further	consideration,	my	research	needed	to	understand	the	current	contentious	debates	about	teacher	quality	by	considering	historical	data	that	illustrated	past	provision	of	personal	literacy	knowledge.		As	I	explained	in	my	introduction,	my	research	was	a	response	to	public	criticisms	by	the	Queensland	state	government	that	primary	teachers’	‘poor	literacy	knowledge’	contributed	to	primary	school	students	‘poor	performance’	in	national	literacy	testing.		Furthermore,	the	research	was	a	means	to	inform	subsequent	ongoing	debates	about	teacher	education	in	relation	to	literacy,	and	government	policy	changes	that	continue	regulation	of	teachers’	personal	literacy	knowledge	within	ITE	and	the	introduction	of	the	mandatory	literacy	test	for	ITE	students	(LANTITE)	in	2015.	In	order	to	determine	the	literacy	knowledge	provided	both	currently	and	historically,	a	qualitative	research	approach	was	used	to	collect	and	systematically	analyse	ITE	program	content.		A	current	program	from	a	single	
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institution	was	selected	as	representative	of	ITE	programs	delivered	by	various	tertiary	providers	in	New	South	Wales.		A	historical	program	was	selected,	from	a	single,	long-established	institution,	to	investigate	the	evolving	nature	of	literacy	knowledge	and	its	provision	from	the	early	20th	century	into	the	21st	century.		These	programs	were	selected	using	Christie	and	Macken-Horarik’s	(2011)	models	of	English.		A	method	of	directed	content	analysis	was	used	to	identify	and	categorise	literacy	knowledge	provided	in	the	programs.		Coding	was	developed	using	frameworks	of	literacy	knowledge	and	discourse	with	ITE	teaching	from	Macken-Horarik	et	al.	(2006)	and	Honan	et	al.	(2013,	2014).		Eventual	identification	of	personal	literacy	knowledge	provision	was	set	up	with	categories	drawn	from	Shulman’s	(1987)	classifications	of	teachers’	professional	knowledge	augmented	with	the	more	recent	construct	of	personal	literacy	knowledge	as	an	assumed	category.		This	conceptual	framework	was	presented	in	the	previous	chapter	(Literature	Review).	This	chapter	begins	by	focusing	on	how	the	research	questions	point	to	the	theoretical	basis	for	a	methodology	and	methods	to	investigate	the	provision	of	personal	literacy	knowledge	in	ITE.		The	chapter	then	describes	the	methodology	and	methods	in	detail,	justifying	them	in	the	light	of	existing	theory	and	research.			From	this,	the	chapter	focuses	on	the	research	design	for	selection,	collection,	interpretation	and	analysis	of	the	ITE	program	data.		The	chapter	concludes	by	identifying	issues	for	discussion	that	the	analysis	findings	raise.	
The	research	questions	informed	the	methodology	The	research	questions	were	established	in	Chapter	1	(Introduction)	as	both	general	and	specific	questions,	which	is	typical	of	most	research	(Punch,	
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2005).		Two	specific	questions	set	the	boundaries	for	my	research	and	determined	my	approach	(Thomas,	2011)	to	consider	two	cases	of	personal	literacy	knowledge	provision	in	ITE.			These	questions	stated	what	I	needed	to	know	in	order	to	address	the	general	question;	they	were	focused	enough	to	be	answerable	by	data	(Blaikie,	2010):	Research	question	one:	What	has	been	the	provision	of	personal	literacy	knowledge,	historically,	in	teacher	education	programs?	This	question	focused	the	study	on	a	historical	context,	within	which	the	current	situation	could	be	understood	as	part	of	the	evolutionary,	linear	way	that	literacy,	literacy	knowledge	in	schools,	and	the	preparation	of	teachers	develops	(Christie	&	Macken-Horarik,	2011;	Maton,	2010).		Furthermore,	the	historical	context	informed	understanding	about	how	unusual	or	typical	the	current	debates	and	situation	are.		Research	question	two:	What	personal	literacy	knowledge	is	provided	in	a	current,	representative	Initial	Teacher	Education	program?	This	question	focused	the	study	on	the	immediate	problem	of	understanding	the	current	provision	of	literacy	knowledge	by	examining	a	current	ITE	program.		The	general	question	was	my	main,	guiding	question,	pointing	to	the	topic	or	area	for	the	study	and	broad	focus	of	investigation.		Of	itself,	the	general	question	was	too	broad	to	be	directly	answered	with	data	(Blaikie,	2010)	but	drew	from	the	analysis	findings	of	the	two	specific	questions.		The	question	stemmed	from	my	researcher	motivation	(Punch,	2005)	for	the	research.	
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Research	question	three:	In	light	of	debates	about	teacher	literacy	standards,	how	has	the	provision	of	personal	literacy	knowledge	in	primary	teachers’	pre-service	education	evolved,	and	what	does	evidence	of	this	provision	reveal	about	constructions	of	the	literate	teacher?		This	question	reinforced	the	significance	and	urgency	for	teacher	educators	of	a	situation	where	perceived	shortcomings	and	failures	in	education	are	deemed	to	be	the	responsibility	of	classroom	teachers	rather	than	education	and	school	systems,	in	a	era	of	“relentless	accountability”	(Comber	&	Nixon,	2009,	p.	2).	
Theoretical	basis	for	the	study	Literacy	in	the	education	of	pre-service	teachers	was	the	phenomenon	under	investigation	in	my	study.		Understanding	the	fundamental	features	of	the	phenomenon	-	ontologically	and	epistemologically	-	revealed	implications	for	the	research	process	(Crotty,	1998;	Mason,	2002).		Ontological	and	epistemological	perspectives	were	determined	using	Mason’s	(2002)	questions;	that	is	the	ontological	perspective,	“What	is	the	nature	of	the	phenomena,	or	entities,	or	social	‘reality’,	that	I	wish	to	investigate?”;	and	for	the	epistemological	perspective,	“What	might	represent	knowledge	or	evidence	of	the	entities	or	social	‘reality’	that	I	wish	to	investigate?”	(Mason,	2002,	pp.	14-16).		It	was	important	to	understand	these	features,	first,	to	clarify	the	social	significance	of	the	research,	and	second,	to	ensure	the	epistemology	foregrounded	any	problems	relating	to	ideas	of	knowledge	inherent	in	the	research	questions	before	I	established	any	research	methods.			This	points	to	the	overwhelming	importance	of	resolving	the	issue	of	an	incomplete	and	inadequate	notion	of	teachers’	personal	literacy	knowledge.		My	working	definition	focusing	on	the	
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literacy	knowledge	that	enables	pre-service	teachers	for	study	at	the	pre-service	career	stage	and	for	eventual	professional	duties,	resolves	the	issue	for	my	study.	The	methodological	process	for	my	research	follows	Crotty’s	(1998)	approach	that	builds	on	epistemological	and	theoretical	understandings	to	determine	a	methodology	and	working	methods.		However,	I	have	also	drawn	on	Mason’s	interpretation	of	epistemology	that	includes	consideration	of	ontology.		Thus,	the	process,	outlined	below	in	Figure	2,	begins	with	an	ontological	understanding	(the	phenomenon	being	investigated),	works	through	epistemological	and	theoretical	understandings,	and	continues	with	the	selection	of	methodology	and	methods.		These	steps	are	described	and	argued	following	Figure	2.		 	
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Ontology	
	↓	 Teachers’	personal	literacy	knowledge	is	the	phenomenon	under	investigation:	• a	social	entity	• a	challenging	social	reality	• an	unstable	and	diverse	phenomenon			
epistemology	
constructionism	
	↓	 Literacy	knowledge	constructed	as	diverse	conceptualisations;	discrete	points,	taxonomies,	concepts,	processes,	practices	and	skills:	• differentiated	as	discourse	structures			
theoretical	perspective	
interpretivisim	
	↓	 What	can	be	counted	as	evidence	of	literacy	knowledge?	What	can	be	counted	as	teachers’	personal	literacy	knowledge?	• literacy	in	education	• teachers’	literacy	knowledge	and	categories	of		 professional	knowledge			
methodology	
qualitative	
	↓	 Discourse	analysis	aligned	to	a	socio-cultural	phenomenon	within	a	social-cultural	context;	teachers’	literacy	knowledge	realised	currently	and	historically:	• within	pre-service	teacher	education	(ITE)				
method	
document	analysis	 Case	study	–	document	content	analysis;	Personal	literacy	knowledge	in	a	typical	ITE	setting:	
• the	particular	as	representative	of	the	general	
• systematic	specifying	of	characteristics	
• words,	key	words	and	phrases;	subjects	and		 themes;	dispositions	
• the	basis	of	interpretation		Figure	2	The	links	between	the	various	elements	that	make	up	the	methodological	process	for	my	study,	following	Crotty,	1998	and	Mason,	2006	
Ontology	–	What	was	the	nature	of	the	phenomenon	under	investigation?	The	nature	of	literacy,	its	ontology	(Mason,	2002),	is	complex	and	challenging,	as	the	descriptions	and	reviews	in	the	previous	two	chapters	have	revealed.			These	descriptions	contributed	to	this	study’s	ontological	position	in	
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the	following	manner:	literacy	is	revealed	as	a	social	entity	of	extraordinary	complexity	but	vital	importance,	existing	as	the	means	by	which	humans	engage	in	language	to	mediate	their	lives	from	basic	survival	to	learning	and	teaching,	to	complex	discourse	structures	for	“designing	social	futures”	(New	London	Group,	1996,	p.	1).		The	descriptions	also	revealed	a	challenging	social	reality	of	literacy,	marking	it	as	an	unstable	and	diverse	phenomenon.		Views	of	what	literacy	is	and	its	social	functions	have	shifted	constantly	over	time,	reflecting	social,	cultural,	linguistic,	technological	and	educational	change.		The	reviews	of	government	reports	and	teacher	educator	researchers	showed	how	society	places	considerable	emphasis	on	formal	instruction	in	literacy,	placing	schools	and	teachers	in	the	foundational	role	of	ensuring	that	society’s	citizenry	is	literate.	This	ontological	position	shows	why	it	is	important	for	this	study	to	investigate	issue	of	teachers’	personal	literacy	knowledge	in	ITE.		As	well,	it	identifies	an	ontological	challenge	with	literacy	for	ITE;	that	is,	the	continually	developing	and	linear	nature	of	English	discipline	knowledge	that	is	constantly	being	re-thought,	re-conceptualised	and	re-imagined	through	new	linguistics	theories.		This	contrasts	with	the	hierarchical	and	more	stable	nature	of	scientific	discipline	knowledge	that	is	added	to	and	refined	rather	than	re-invented	(Christe	&	Maton,	2011;	Christie	&	Macken-Horarik,	2011;	Maton,	2010).		Consequently,	there	is	no	one	definitive	conceptualisation	of	literacy	to	be	contained	in	a	program	that	pre-service	teachers	can	learn,	master	and	take	with	them	into	the	profession.			Therefore,	the	matter	of	what	is	regarded	as	knowledge	realised	by	differing	conceptualisations	of	literacy	is	an	
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epistemological	issue	(Mason,	2002),	one	that	must	be	addressed	as	a	precursor	to	developing	this	study’s	methodology.	
Epistemological	position	–	How	was	knowledge	realised	by	this	
phenomenon?	Epistemologically,	literacy	as	knowledge	is	realised	as	different	conceptualisations	or	‘takes’.		These	were	described	at	length	in	the	previous	two	chapters	and	provided	some	illustration	of	the	constituent	elements	of	knowledge	realised	by	these	conceptualisations.	In	these	descriptions	literacy	presented	variously	as	discrete	points,	taxonomies,	concepts,	processes,	practices	and	skills.		For	example,	the	theoretical	descriptions	showed	how	knowledge	is	constructed	as	conceptualisations;	the	bricolage	illustrated	how	literacy	knowledge	is	realised	in	classroom	practices	informed	by	and	informing	pedagogy;	and	studies	by	teacher	educator	researchers	showed	how	discourse	structures	differentiate	the	knowledge	intrinsic	to	conceptualisations	of	literacy	in	ITE.		These	constructs	of	literacy	knowledge	presented	as	a	challenging	epistemological	position	for	my	study	because	of	their	diversity.	A	further	epistemological	challenge	was	that	literacy	knowledge	can	be	construed	not	just	according	to	theoretical	or	linguistic	conceptualisations,	but	also	according	to	the	multiple	roles	teachers	undertake.		For	pre-service	teachers,	gaining	entry	and	ultimately	completing	an	ITE	program	requires	secondary	school	(matriculation	level)	literacy	knowledge,	academic	literacy	knowledge,	and	the	recent	requirement	of	personal	literacy	knowledge;	for	practising	teachers,	functioning	successfully	in	a	school	environment	requires	literacy	content	knowledge,	literacy	curriculum	knowledge	and	literacy	pedagogical	content	knowledge.		These	categories	for	practising	teachers	derive	
	 149	
from	Shulman’s	(1987)	classification	of	professional	knowledge,	the	classification	that	informed	this	study’s	conceptual	framework	of	professional	teacher	knowledge	examined	in	Chapter	3	(Literature	Review).		The	Shulman	categories,	along	with	teachers’	personal	literacy	knowledge	as	a	presumed	category,	identified	the	teacher	roles	relevant	to	my	study	allowing	me	to	accommodate	the	epistemological	challenge	of	how	diversely	literacy	knowledge	is	realised.	However,	the	most	significant	epistemological	challenge	for	this	study	was	the	problem	with	the	notion	of	personal	literacy	knowledge	for	teachers.		This	new	‘take’	on	literacy	knowledge	was	an	epistemological	problem	because.	of	all	the	categories	of	literacy	knowledge	in	the	study’s	conceptual	framework,	personal	literacy	for	teachers	has	only	recently	emerged	in	Australian	education,	and	its	constituent	knowledge	had	not	been	established	definitively;	moreover,	it	was	contested.		In	the	previous	chapters,	I	found	that	views	of	personal	literacy	from	the	two	key	stakeholder	groups	(1.	government	and	its	aligned	agencies,	and	2.	ITE	educators	and	researchers)	revealed	more	variance	than	similarity	as	to	what	counts	as	teachers’	personal	literacy	knowledge	for	provision	in	ITE	programs	and	assessment	in	program	exit	tests.		Thus,	for	the	purposes	of	my	study,	teachers’	personal	literacy	knowledge,	as	defined	earlier,	was	established	as	a	presumed	category,	allowing	it	to	be	differentiated	against	the	Shulman	categories	in	the	conceptual	framework	presented	in	Chapter	3	(Literature	
Review).	These	challenges	presented	implications	for	the	methodology	in	this	study.		The	first	implication	is	that	as	well	as	a	conceptual	framework	that	can	identify	different	types	of	teacher	professional	knowledge	(in	relation	to	
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literacy)	I	needed	a	methodology	and	methods	that	were	capable	of	uncovering	them	within	the	various	program	documents,	current	and	historical.		Second,	I	needed	an	understanding	of	personal	literacy	knowledge	that	was	established	as	clearly	and	completely	as	possible	while	acknowledging	the	evolution	of	the	term’s	denotative	significance.		The	working	definition	provided	the	basis	for	establishing	constituent	criteria	for	a	data	analytic.	
Theoretical	perspective:	an	interpretive	approach	My	analysis	of	the	program	documents	was	undertaken	from	an	interpretivist	perspective.		This	perspective	was	justified	because,	following	Collins	(2010),	understanding	documentary	data	is	not	restricted	to	an	“objectivist	view	that	meaning	resides	within	the	world	independent	of	conscious	meaning”	(p.	38).		This	enabled	me	to	consider	the	data	subjectively	as	an	informed	researcher,	to	take	into	account	various	contextual	understandings	to	determine	possible	evidence	of	what	might	differentiate	teachers’	personal	literacy	knowledge	from	other	categories	of	literacy	knowledge.		An	interpretivist	perspective	foregrounds	the	link	between	the	research	and	the	researcher;	understanding	the	data	is	a	subjective,	transactional	process,	dependent	on	the	researcher’s	knowledge	and	experience	of,	and	in,	the	field	(Collins,	2010).	The	interpretivist	perspective	presented	implications	for	the	analysis.		With	interpretivism,	meanings	gained	from	data	are	not	fixed,	neutral	or	definitive,	especially	in	terms	of	time.		Cohen	and	Crabtree	(2006)	argue	this	as	“all	interpretations	are	based	in	a	particular	moment”	(Assumptions	and	Beliefs	of	the	Interpretivist	Paradigm).		The	relevance	is	that	my	study	drew	data	from	two	historical	periods.		Determining	what	constituted	literacy	knowledge	and	
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the	view	of	the	literate	teacher	in	each	period	required	careful	interpretation	because	today’s	understandings	of	the	language,	concepts	and	practices	of	literacy	cannot	simply	be	retroactively	mapped	onto	programs	of	the	past.	A	second	implication	for	my	analysis	related	to	the	interpretivist	position	of	not	relying	on	accepting	documentary	data	at	face	value,	not	stopping	at	the	literal	meaning	of	words,	but	understanding	them	in	relation	to	context.		For	me,	this	required	continued	cognisance	of	the	study’s	contextual	understandings;	the	evolving	and	unstable	nature	of	literacy,	different	conceptualisations	of	literacy,	constructs	of	professional	knowledge,	political	regulation	of	school	and	teacher	education,	and	teacher	educators’	shaping	of	literacy	knowledge	as	discourse	structures	in	ITE.		This	interpretation	against	contextual	understandings	allowed	meanings	to	emerge.		The	logical	further	requirement	here	was	consideration	of	how	to	read	the	data	beyond	the	literal	meanings.		Mason’s	(2002)	recommendation	is	to	read	documents	literally,	interpretively	and	reflexively.			Thus,	my	reading	was	initially	literal	for	identifying	what	the	data	presented	in	terms	of	literacy	within	the	broadest	socio-cultural	conceptualisation;	noting	what	words	are	used	to	express	concepts,	constituent	elements,	and	practices.		My	reading	was	interpretive	in	determining	what	those	words	represented	or	inferred	about	the	literacy	knowledge	in	the	programs;	confirming	how	it	aligned	with	the	categories	that	made	up	my	conceptual	framework,	in	particular	whether	its	place	in	the	program	was	explicitly	or	implicitly	intended	as	providing	personal	literacy	knowledge	for	pre-service	teachers.		My	reading	was	reflexive	in	discussing	the	analysis	findings;	as	the	researcher,	how	did	I	make	sense	of	the	findings	as	a	means	to	resolving	the	research	questions?	
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A	further	implication	related	to	issues	of	validity	for	interpreting	data.		I	drew	on	principles	from	Angen’s	(2000)	ethical	and	substantive	principles	of	validation.		Ethical	validity	focuses	on	the	usefulness	of	the	research	to	the	target	population.		In	my	study,	usefulness	centred	around	informing	the	ongoing	contentious	debates	about	teacher	quality	and	the	high-stakes	issue	of	testing	pre-service	teachers'	personal	literacy	knowledge,	along	with	contributing	to	understandings	informing	programming	for	personal	literacy	knowledge	in	ITE.		Angen’s	substantive	validity	focuses	on	the	evidence	base	for	making	interpretations.		In	my	study,	this	meant	drawing	directly	from	the	ITE	program	documents	and	accounting	for	interpretations	using	the	various	contextual	understandings	of	literacy	described	above.	
Methodology	
The	qualitative	methodology	The	construction	of	literacy	knowledge	is	a	socio-cultural	phenomenon,	and	in	the	context	of	this	study,	its	investigation	is	suited	to	qualitative	research	methodology	because	qualitative	research	uses	data	forms	that	are	flexible	and	aligned	to	social	context.		Further,	qualitative	research	comprises	methods	that	analyse,	argue	and	explain,	and	provide	understandings	that	are	“rich,	nuanced	and	detailed”	(Punch,	2005,	p.	3).		More	especially,	qualitative	methods	enable	exploration,	analysis,	interpretation	and	description	of	data,	with	interpretation	within	context	being	particularly	important	in	my	study.		Therefore,	Mason’s	(2005)	notion	of	qualitative	approaches	is	fundamental	to	the	methodological	rationale	of	the	study.		Mason	describes	the	qualitative	domain	as	interpretivist,	as	it	addresses	“how	the	social	world	is	interpreted,	understood,	experienced	and	produced	or	constituted”	(p.	3).	
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As	well	as	conceptual	framing,	research	needs	to	take	account	of	its	contextual	framing.		In	this	study,	an	understanding	of	teachers’	personal	literacy	knowledge	can	only	be	achieved	by	considering	the	contexts	of	provision	within	teacher	education	programs.		A	qualitative	approach	supports	the	exploration	of	context	(Noaks	&	Wincup,	2004),	or,	in	Silverman’s		(2009)	words,	“allows	for	contextual	sensitivity”	(p.	44).	In	this	study,	context	prompts	not	only	theoretical	consideration	of	literacy	knowledge	both	current	and	historical,	but	also	provision	of	this	knowledge,	again	both	current	and	historical.		Thus,	it	will	be	possible	to	understand	the	lived	context	of	a	teacher	education	program,	identifying	constraints	impacting	on	any	particular	body	of	literacy	knowledge	and	changes	of	conceptualisation	over	time.	Being	sensitive	to	context	is	one	way	that	opened	up	the	possibility	for	my	research	to	allow	for	finding	the	unexpected,	the	surprise	data	that	qualitative	approaches	facilitate	(NSW	Department	of	Education	and	Training,	2009).		Yin	(2009)	emphasises	context	from	the	perspective	that	qualitative	approaches	describe	phenomena	as	they	occur	naturally;	that	is,	researchers	can	look	at	the	
what	of	a	study	within	its	setting	to	see	“how	it	is	deployed”	(p.	44).			In	my	study,	the	what	is	the	literacy	knowledge	in	all	its	realisations	current	and	historical,	and	the	how	is	the	provision	of	that	knowledge	within	an	education	program	within	various	current	and	historical	contexts.	
The	case	study	method		My	decision	to	investigate	particular	current	and	historical	programs	pointed	to	case	study	method.		The	literature	on	research	methods	positions	the	case	study	as	one	of	many	approaches	or	traditions	used	in	qualitative	research,	(Cervetti	et	al.,	2006;	Cope	&	Kalantzis,	2000;	Lichtman,	2006;	Punch,	2005).	In	
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particular,	case	study	is	seen	as	representative	of,	or	synonymous	with,	qualitative	research	(Hseih	&	Shannon,	2005).		I	approached	case	study	as	a	way	of	examining	a	phenomenon	(provision	of	personal	literacy	knowledge)	found	in	a	single,	typical	entity	(an	ITE	program	of	a	tertiary	institution)	that	shares	wider	socio-cultural	contexts	with	other	typical	entities	(schools,	government	and	allied	professionals).		Hence,	case	study	for	me	was	an	opportunity	to	examine	the	particular,	as	a	potentially	representative	instance	of	the	general.	The	literature	on	case	studies	presents	relative	agreement	on	the	nature	and	characteristics	of	a	case	study.		Miles	and	Huberman	(2010),	Punch	(2006)	and	Yin	(2005)	emphasise	the	phenomenon,	real-life	context,	in	depth	investigation,	and	the	boundedness	of	a	case.		Punch	(2006)	cites	Brewer	and	Hunter’s	(1993)	six	types	of	units	which	could	be	studied;	the	six	include	residues	and	artefacts	as	well	as	individuals.	For	my	study,	this	pointed	to	the	usefulness	and	validity	of	course/program	documents	as	textual	artefacts	as	a	way	of	interrogating	ITE	programs.	The	literature	differentiates	kinds	of	case	study.		Stake	(2001)	and	Lichtman	(2006)	present	contrasting	perspectives	on	case	study	-	instrumental	and	typical.		Both	are	useful	for	helping	frame	the	case	in	this	study.		Stake’s	
instrumental	perspective	derives	from	purpose;	case	study	is	about	gaining	insight	on	an	issue,	delving	into	the	complexity	and	context	of	a	phenomenon	to	enable	deep	understanding	of	the	issue.		For	this	study,	exploring	the	phenomenon	of	personal	literacy	knowledge	provision	gives	insight	into	the	issue	of	teachers’	personal	literacy	knowledge	and	how	provision	over	time	privileges	particular	realisations	of	literacy.		Lichtman’s	typical	perspective	derives	from	the	nature	of	the	case;	case	study	is	about	identifying	and	studying	
	 155	
one	of	many	entities	that	share	the	same	phenomenon,	setting	and	complexities.		In	this	thesis	the	typical	entity	is	the	ITE	program,	which	could	have	been	sampled	from	any	one	of	many	tertiary	providers,	all	of	whose	programs	are	accredited	by	a	government	body	as	fulfilling	professional/accountability	requirements.		These	accreditation	requirements	validate	the	claim	that	a	program	could	be	viewed	as	‘typical’	of	ITE	provision	at	meta-level.	The	literature	frequently	emphasises	the	contextual	characteristics	of	case	study.	In	relation	to	context,	Punch	(2006)	emphasises	both	wholeness	and	particularity.		In	this	thesis,	the	context	of	ITE	presents	three	layers	of	complexity	to	account	for	literacy,	teachers’	professional	knowledge	and	expectations	of	literacy	knowledge	provision	within	ITE.		While	each	has	its	own	boundary,	all	have	useful	intersections	that	contribute	to	contextual	wholeness.			In	this	thesis,	wholeness	is	achieved	by	maintaining	focus	not	only	on	the	different	layers	of	complexity	and	their	connectedness,	but	also	the	historical	perspective.		Wholeness	is	further	maintained	by	multiple	data	sources	from	within	the	natural	setting;	sourcing	various	relevant	program	documents	from	a	tertiary	institution	for	a	case	of	current	provision,	and	accessing	archival	documents	for	that	of	past	provision.	In	contrast	to	the	sense	of	wholeness,	a	sense	of	case	study	particularity	is	preserved	with	the	selection	of	a	single	source,	though	not	the	same	source,	for	the	current	and	historical	ITE	programs	rather	than	investigating	many	programs	from	a	range	of	sources.			This	sense	of	particularity	is	also	the	representative	nature	of	case	study	that	Mason	(2002)	and	Punch	(2005)	emphasise	-	to	consider	representative	socio-cultural	activity	is	to	take	“a	look	at	the	particular…identifying	a	single	entity	to	study”	(Punch,	p.	75).	
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My	capacity	to	understand	the	context	of	a	personal	literacy	knowledge	situation	and	ITE	draws	heavily	on	my	familiarity	with	the	field.		I	have	worked	as	a	pre-service	educator	in	a	tertiary	institution	for	the	last	seven	years,	acquiring	considerable	knowledge	and	experience	across	multiple,	related	fields	of	teacher	education.		I	lean	heavily	on	my	extensive	primary	teaching	experience;	my	work	in	designing	literacy	curricula	K-6	learners;	my	experience	in	designing	and	delivering	professional	development	for	primary	teachers;	and	my	post-graduate	studies	of	literacy	theory,	linguistics	and	grammar.	
Design	
Design	elements	The	qualitative	approach	selected	for	this	study	enabled	an	interrogation	of	ITE	programs	that	accounts	for	elements	of	context	related	to	disparate	and	contested	notions	of	literacy	as	well	as	the	evolution	of	teachers’	literacy	knowledge	over	time.		The	case	study	was	chosen	following	Lichtman's	(2006)		perspective	of	'typical',	where	a	case	is	an	entity	that	shares	the	same	phenomenon	setting	and	complexities	as	others.		Mason	(2002)	and	Punch	(2005)	both	share	this	sense	of	the	case	as	a	single	entity,	the	particular	as	representative	of	the	wider	socio-cultural	activity,	that	is,	the	full	range	of	existing	activity.	The	case	study	method	allowed	for	ITE	programs	to	be	considered	as	representative	of	programs	in	New	South	Wales.	For	my	study,	this	meant	identifying	all	cases	of	ITE	programs	in	the	state	and	establishing	the	criteria	to	determine	the	extent	of	representativeness,	with	those	criteria	becoming	the	means	by	which	the	cases	were	selected.		The	criteria	focused	on	the	fact	that	all	ITE	programs	in	NSW	had	to	conform	to	extensive	and	rigid	structural	and	content	requirements	for	accreditation	by	a	
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single	government	authority,		the	NSW	Institute	of	Teachers	(NSWIT),	state	agency	for	the	Australian	Institute	for	Teaching	and	School	Leadership	(AITSL),	prescribed	program	planning	standards	(Australian	Institute	for	Teaching	and	School	Leadership	(AITSL),	2011a),	professional	standards	to	be	met	by	graduates	and	addressed	in	a	program	(Australian	Institute	for	Teaching	and	School	Leadership	(AITSL),	2011b),	specific	subject-content	requirements	(NSW	Institute	of	Teachers,	2012),	additional	literacy	and	numeracy	standards	(Australian	Institute	for	Teaching	and	School	Leadership	(AITSL),	2014a),	along	with	a	single	set	of	application	requirements	(Australian	Institute	for	Teaching	and	School	Leadership	(AITSL),	2012)	and	a	single	application	process	(NSW	Institute	of	Teachers,	2011b).		Since	all	ITE	programs	followed	suit,	any	program	could	have	been	selected	as	a	particular	case	representative	of	all	cases.		It	would	have	been	unmanageable,	and	therefore	beyond	the	scope	of	this	study,	to	investigate	ITE	programs	from	all	NSW	providers	current	and	historical;	there	are	twelve	universities	and	increasing	numbers	of	private	institutions	providing	ITE	in	New	South	Wales.	The	data	selected	for	the	case	study	were	the	ITE	providers’	official	program	documents	such	as	unit	outlines,	course	prescriptions,	assessment	descriptions,	and	examination	papers.		These	sources	of	data	are	permanent	records	of	an	ITE	program	that	would	reveal	a	program’s	teaching	and	learning	content.		In	contrast	to	interviews	with	academics	or	surveys	of	student	knowledge,	program	documents	would	reveal	intended	curriculum;	that	is,	what	an	institution	sets	out	to	teach	and	the	knowledge	expectations	for	pre-service	teachers	upon	successful	completion	of	a	program.		The	choice	of	program	documents	as	data	was	supported	by	several	previous	Australian	studies	that	
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examined	ITE	program	documents	to	identify	the	literacy	knowledge	content	in	them.		Macken-Horarik,	Devereux,	Trimingham-Jack,	and	Wilson	(2006)	drew	on	systemic	functional	grammar’s	(SFG)	register	and	genre	to	map	ITE	assignments	to	consider	the	multiliteracies	nature	of	the	literacy	and	linguistic	challenges	in	them;	Devereux,	Macken-Horarik,	Trimingham-Jack,	and	Wilson		(2007)	developed	further	the	SFG’s	register	and	genre	model	to	map	the	scope	of	literacies	across	an	ITE	program,	specifically	in	relation	to	the	demands	posed	for	pre-service	teachers;		Devereux	and	Wilson’s	(2008)	longitudinal	study	over	a	four-year	course	mapped	assessment	requirements	and	student	achievement	with	them	to	determine	specific	literacy	teaching	strategies	for	teacher	educators;		Anstey	and	Manistsky	(2010)		mapped	the	literacy	content	of	ITE	programs	across	all	Queensland	providers	as	the	basis	for	developing	the	state’s	literacy	standards	for	pre-service	teachers,	recommending	“Personal	literacy,	intercultural	and	technological	competencies	and	attitudes…which	will	enable	(teachers)	to	model	a	wide	range	of	literate	practice”	(pp.	41-42).		Honan,	Exley,	Kervin,	Simpson	and	Wells	(2013)	mapped	assessment	items	in	five	different	ITE	programs	from	five	different	universities	using	the	Four	Resources	model	(Luke	et	al.,	2000)	to	reveal	the	range	and	nature	of	literacy	needs	from	bare	minimum	to	advanced	capacity,	encompassing	traditional	basic	skills	to	digital.		Honan,	Exley,	Kervin,	Simpson	and	Wells	(2014)	examined	students’	assignment	work	to	identify	the	personal,	academic	and	professional	literacy	knowledge	inherent	in	the	assignments	and	the	students’	capacity	to	meet	these	demands.		The	use	of	documents	as	data	and	content	analysis	methods	to	map	content	and	interpret	them	is	well	supported	by	this	research	literature	from	teacher	education	researchers.		Research	theorists	Bryman	(2008)	as	well	as	
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Noaks	and	Wincup	(2004)	also	support	the	use	of	documents	as	data	within	a	qualitative	approach,	seeing	them	as	a	source	of	rich,	descriptive	data.		Hara	(1995)	extends	the	notion	of	document	as	a	data	source	to	the	field	in	which	the	research	is	centred	(a	context	of	situation)	-	in	this	way	rich,	descriptive	data	is	enhanced	with	contextual	understandings.		Documents	as	data	also	provide	an	insight	into	the	workings,	beliefs	and	values	of	an	institution	and	represent	important	benchmarks	for	continuity	and	change	(Noaks	&	Wincup,	2004;	Yin,	2009).		Documents	are	socially	constructed	and	are	particularly	useful	for	gaining	historical	perspectives	that	give	insight	into	contemporary	issues	(Cope	&	Kalantzis,	2012;	Yin,	2009).			This	aspect	of	methodology	is	especially	useful	to	the	study	that	seeks	to	understand	a	contemporary	issue	as	well	as	determine	something	of	its	evolution.	
Data	selection	and	collection	Two	ITE	programs	were	selected,	one	current	and	one	historical.			Only	one	of	each	was	required	because	using	more	than	one	current	program	would	invite	possible	repetition	of	content	areas	given	all	providers	operate	under	the	same	government	regulations.		Of	greater	concern	was	that	more	than	one	program	could	generate	a	comparative	investigation,	and	that	was	not	the	aim	of	this	study.		A	current	program	was	selected	through	convenience	sampling,	with	the	provider’s	assumption	of	appropriate	research	protocols	and	anonymity.		Access	to	unit	outlines	was	granted,	but	also	to	a	set	of	additional	assessment	documents,	the	invigilated	examination	papers	that	supplemented	the	formative	assessment	structure	of	a	majority	of	units.		The	additional	documents	gave	greater	completeness	of	data	and	allowed	a	potentially	wider	investigative	scope.		The	outlines	were	for	the	program	being	taught	during	2012	to	2014.	
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A	historical	program	was	selected	in	the	first	instance	on	the	basis	of	chronology,	and	availability;	the	program	needed	to	be	from	the	first	half	of	the	20th	century	because	of	my	expectation	that	a	significantly	early	program	would	provide	a	conspicuous	contrast	with	a	current	program	in	relation	to	literacy	conceptualisation,	and	afford	a	strong	sense	of	evolution	in	literacy,	teacher	knowledge,	teacher	education	and	classroom	practice.		Also,	there	needed	to	be	sufficient	documentation	available	to	the	researcher	to	investigate	provision	of	teachers’	literacy	knowledge.		Documents	fulfilling	these	criteria	were	found	in	a	collection	of	primary	teacher	education	(teacher	training)	materials	for	the	first	teacher	training	institution	in	New	South	Wales,	Sydney	Training	College	(thereafter,	Sydney	Teachers’	College,	STC).		The	College	was	established	in	1906	by	the	NSW	government	to	train	primary	teachers	for	the	award	of	a	Teaching	Certificate,	with	the	first	program	commencing	in	1908.	A	range	of	documents	relating	to	the	program	was	available	in	the	archives	of	the	Fisher	Library	at	the	University	of	Sydney.		These	documents	were	in	the	public	domain,	and	no	formal	permission	was	required	to	use	them	in	research	other	than	permission	for	the	researcher	to	access	the	archives.	Further	criteria	for	selection	required	programs	for	pre-service	primary	teacher	education	rather	than	early	childhood/infant	or	secondary/high	school	education	because	my	research	was	focused	on	primary	teachers.		Also,	the	programs	needed	to	cover	a	regular,	full	degree	program	(current)	or	teaching	training	course	(historical),	rather	than	shorter	intensive	style	courses.		A	full	program	or	course	would	contain	the	complete	provision	of	literacy	knowledge,	whereas	a	shorter	version	might	have	reduced	detail	on	literacy	in	favour	of	other	aspects	of	teaching.		Most	importantly,	the	programs	had	to	be	approved	
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by	their	relevant	government	authorities.		The	current	program	had	been	accredited	by	the	state	government	regulator,	the	NSW	Institute	of	Teachers	(NSWIT),	because	it	was	deemed	to	have	met	all	prescribed	initial	teacher	education	program	standards	(Australian	Institute	for	Teaching	and	School	Leadership	(AITSL),	2011a);	the	historical	program	was	approved	by,	and	was	published	by,	the	NSW	government’s	Department	of	Public	Instruction	(the	equivalent	of	a	current	government	regulator).	The	historical	course	documents	were	contained	in	yearly	calendars	which,	at	the	time,	were	the	bound	documents	comprising	a	wide	range	of	information	for	students,	ranging	from	information	about	the	institution,	regulations,	timetables,	course	prescriptions	to	booklists.		Unit	outlines	as	currently	used	in	ITE	programs	did	not	exist.		The	calendars	of	STC,	which	were	published	from	1908	to	1925,	contained	examination	papers	of	the	previous	year.		Not	all	years	were	represented	in	the	Fisher	archive	collection,	but	a	majority	of	the	calendars	covered	the	period	1908	to	1971	when	the	College	underwent	a	series	of	restructures.		Since	documents	were	sought	only	for	the	first	half	of	the	century,	the	lack	of	latter	half-century	documents	had	no	impact	on	data	selection.	An	initial	survey	of	the	calendars	revealed	that	the	most	detailed	information	represented	the	period	1912	to	1919	with	very	little	structural	change	in	the	calendars.	but	particularly	detailed	content	relating	to	the	primary	teacher	courses,	especially	in	subject	English.		It	was	expected	that	these	documents	would	align	with	Christie	and	Macken-Horarik’s	(2011)	models	of	subject	English	across	the	20th	century	and	represent	a	combination	of	the	basic	
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skills	and	cultural	heritage	models,	thus	providing	substantial	contrast	with	the	socio-cultural	conceptualisation	dominating	current	ITE	programs.	Consequently,	from	this	period,	the	1917	calendar	was	chosen	for	the	study,	for	while	each	of	the	calendars	would	provide	useful	data,	from	a	pragmatic	perspective	the	1917	calendar	was	in	the	best	condition,	it	included	an	entrance	exam	prescription	along	with	a	detailed	textbook	list,	and	importantly	there	were	no	pages	missing	in	the	crucial	English	subject	area.		Note	that,	as	explained	in	chapters	1	and	2,	the	term	literacy	had	no	currency	in	primary	curriculum	prior	to	the	1980s	(Christie,	2003);	the	term	English	covered	the	primary	subjects	such	as	reading	and	writing	that,	today,	would	be	classified	as	literacy.			For	the	sake	of	clarity	in	this	thesis,	the	1917	data	will	be	referred	to	as	the	
Historical	Program	data/documents,	and	2012	data	will	be	referred	to	as	the	
Current	Program	data/documents.	The	current	program	data	covered	the	required	four	years	in	the	Bachelor	of	Education	(Primary)	degree	and	was	accredited	for	implementation	in	2012.		A	survey	of	the	current	ITE	program’s	documents	identified	twenty-nine	unit	outlines,	most	with	related	examination	papers.		In	the	Australian	education	context,	examinations	are	a	form	of	assessment	different	from	various	types	of	formative	assignments,	being	a	summative	assessment	typically	undertaken	by	students	independent	of	help	or	collaboration,	under	formal	invigilated	conditions	and	with	student	anonymity.			Of	the	twenty-nine	outlines,	seven	focus	explicitly	on	literacy	and/or	English.			These	were	the	units	considered	to	provide	the	most	information	about	literacy	provision	in	the	program.		The	remaining	twenty-two	outlines	focus	on	other	curriculum	key	learning	areas	(KLA),	professional	studies,	pedagogy,	educational	theory	and	practice,	and	
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information	technology	and	communication	(ICT).		These	units	were	included	in	the	selection	because	they	may	provide	aspects	of	literacy	knowledge	in	relation	to	specific	curriculum	subjects	and	professional	practices.		This	is	due	to	the	government	requirement	that	literacy	be	addressed	both	uniquely	and	within	curriculum	areas	across	a	program.		All	unit	outlines	contained	the	same	sectional	sequence	mandated	either	by	the	university	or	the	government	regulator’s	program	requirements	(Australian	Institute	for	Teaching	and	School	Leadership	(AITSL),	2011a).		Sections	ranged	from	weekly	program	content	to	academic	honesty	regulations,	thus	providing	students	with	a	consistency	of	unit	information	and	providing	this	study	with	a	rich	spread	of	data.	All	unit	outlines	in	the	current	program	were	deemed	useful	for	the	study,	as	previously	explained,	to	capture	the	provision	of	personal	literacy	knowledge	in	literacy-specific	units	and	cross-curricular	and	professional	units	as	well.		However,	not	all	sections	of	a	unit	outline	were	relevant	as	study	data;	that	is,	they	contained	administration	detail	rather	than	information	relating	to	the	provision	of	literacy	knowledge.		The	unit	outline	sections	determined	as	relevant	and	irrelevant	are	listed	in	below	in	Table	3:	Unit	Outlines.		Examination	papers	were	deemed	useful	since,	prototypically,	they	look	back	at	the	knowledge	provided	in	a	program’s	various	teaching	and	learning	engagements.		Further,	examinations	encapsulate	the	knowledge	and	skills	that	a	teacher	or	unit	coordinator	has	prioritised	or	privileged.		The	use	of	examination	papers	as	data	to	interrogate	ITE	programs	and	the	preparation	of	literacy	teachers,	is	valued	by	the	United	States’	Committee	on	the	Study	of	Teacher	Preparation	Programs,	as	it	argues,	“Examining	the	reading	content	of	teacher	certification	exams	provides	yet	another	window	into	the	kinds	of	reading	instructional	
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practices	and	knowledge	beginning	teachers	are	expected	to	have”	(National	Research	Council,	2010,	p.	97).		A	complete	list	of	the	unit	outlines	and	examination	papers	for	the	current	program	is	provided	in	Appendix	2.		 	
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Table	3	Current	Program	data	documents	in	the	form	of	unit	outlines	and	examination	papers	collected	from	a	primary	ITE	program	of	2014	
Item:	unit	outlines,	exam	papers	*	 Focus	as	determined	
by	provider	
Early	Numeracy,	exam	paper	 curriculum	KLA**	
PDHPE	1,	exam	paper	 curriculum	KLA	
PDHPE	2,	exam	paper	 curriculum	KLA	
Mathematics	1,	exam	paper	 curriculum	KLA	
Mathematics	2,	exam	paper	 curriculum	KLA	
Science	1,	exam	paper	 curriculum	KLA	
Science	2,	exam	paper	 curriculum	KLA	
HSIE	1,	exam	paper	 curriculum	KLA	
HSIE	2,	exam	paper	 curriculum	KLA	
Creative	Arts	1,	exam	paper	 curriculum	KLA	
Creative	Arts	2,	exam	paper	 curriculum	KLA	
Teaching	and	Curriculum	1,	exam	paper	 pedagogy	
Teaching	and	Curriculum	2,	exam	paper	 pedagogy	
Educational	Psychology,	exam	paper	 professional	
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Internship,	-	no	exam	for	this	unit;	NGP	only	 professional	
Classroom	Management	1,	exam	paper	 education	
Children’s	Development	and	Learning,	exam	paper	 education	
Children’s	Behaviour,	exam	paper	 education		
Special	Needs,	exam	paper	 education/pedagogy	
Indigenous	Education,	exam	paper	 Education/pedagogy	
Early	Literacy,	exam	paper	 English/Literacy	
English	1,	exam	paper	 English/Literacy	
English	2,	exam	paper	 English/Literacy	
New	Literacies,	exam	paper	 English/Literacy	
Academic	writing	-	no	exam	for	this	unit;	NGP	only	 English/Literacy	
NESB	Education,	exam	paper	 English/Literacy	
ICT	and	learning	-	no	exam	for	this	unit;	NGP	only	 Information	Technology	&	Communications	
ICT	Literacy	-	no	exam	for	this	unit;	NGP	only	 Information	Technology	&	Communications/Literacy	
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ICT	and	Teaching	-	no	exam	for	this	unit;	NGP	only	 Information	Technology	&	Communications	
*	titles	have	been	changed	to	generic	subject/topic	terms	for	confidentiality	purposes	**	KLA	=	Key	Learning	Area	–	term	for	curriculum	subject	in	primary	school		The	historical	program	data	from	the	1917	calendar	covered	the	required	two	years	of	full-time	teacher	training	for	the	NSW	Teachers	Certificate	awarded	at	various	classification	levels	depending	on	a	student’s	record	of	theoretical	and	practical	work	along	with	results	of	final	examinations.		The	calendar	provided	information	about	the	subjects	to	be	studied	in	each	year	of	the	course,	entrance	requirements	and	examination,	subject	courses	and	teaching	method	courses,	book	lists	and	examination	papers	for	the	1916	course.	An	initial	survey	of	the	calendar	revealed	subject	prescriptions	presented	in	lists	of	content	topics,	different	to	typical	unit	outlines	in	current	ITE	programs	that	present	week-by-week	program	content.		The	subject	prescriptions	cover	English	and	a	range	of	other	curriculum	subjects	such	as	health,	mathematics,	history,	geography	and	chemistry	some	of	which	were	shared	with	other	courses	(infant	and	secondary	schools).		Other	course	information	covered	teaching	methods	subjects	for	English	and	Mathematics,	textbook	lists	for	all	College	courses,	and	examination	papers	for	both	first	and	second	year	student	teacher	cohorts.		There	were	no	assessment	descriptions	apart	from	the	term/year	examinations.		Other	subject	prescriptions	such	as	Mathematics	and	Chemistry	presented	content	topics	with	no	indication	of	aspects	of	literacy	knowledge	relating	to	the	teaching	and	learning	of	those	
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subjects;	hence	those	subject	prescriptions	are	not	relevant	data	for	this	study.		Table	4	shows	the	historical	data	collected	from	the	1917	calendar.	Table	4	Historical	Program	data	documents	in	the	form	of	course	descriptions,	examination	papers	and	related	items	collected	from	the	primary	teachers’	training	course	1917	STC	Calendar	
Item	 Detail	
Two-year	course	structure	 optional	subject	weekly	periods		
Entrance	Examination	 English,	Arithmetic,	Geography,	History	
Method	in	English	 English:	reading,	literature,	spelling	and	word-building	
Text	books	 First	Year	languages,	phonetics	
English	–	First	Year	Course	 Literature,	language,	literature	notebooks,	oral	work.	
English	–	Second	Year	Course	 Reading	course,	The	drama,		
Demonstration	Lessons	-	to	illustrate	this	course	 Narration	of	a	story,	picture	talk,	a	story	play,	language	lessons,	oral	composition,	reading	lessons,	reading	lessons,	treatment	of	a	scene	of	passage	from	Shakespeare,	treatment	of	a	poem.	
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Mathematics	–	First	Year	Course	 Trigonometry,	algebra,	probability	
Text	Books	First	Year	Courses	 Education,	Infant	School	Method,	English,	Mathematics,	Geography,	Phonetics,	Chemistry,	Latin,	Composition,	Applied	Art,	Biology,	Physical	Training,	Geography	Method,	History,	History	Method,	
Text	Books	Second	Year	Courses	 Education,	Infant	School	Method,	English,	History,	Writing	of	English,	Chemistry,	Physics,	Civics,	Geography,	Biology	
Examination	English	Paper	I	 2	hours	story	elements	David	Copperfield;	character	in	Scott,	Eliot,	and	Dickens	works;	character	studies;	settings;	didacticism	in	David	
Copperfield.	
Examination	English	Paper	II	 2	hours.		myth	The	Heroes;	appreciation	The	
ascent	of	Mont	Blanc;	quotations	Richard	III;	compare/contrast	Hippolyta,	A	Midsummer	
Night’s	Dream;	criticism	Richard	III.	
Examination:	Method	in	English,	First	Year	Students	 1	hour.	Value	of	oral	and	silent	reading;	role	of	phonics	in	teaching;	types	of	reading	lesson;	scheme	of	treatment	and	value	to	children	of	
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novel	by	Scott,	Dickens	or	Stevenson;	lesson	prep	notes	for	poem	(The	Daffodils,	Wordsworth).	
Examination	English	I	 2	hours.		Chaucer’s	Canterbury	Tales	-	3	questions;	Bacon’s	essays	–	2	questions.	
Examination	English	II	 2	hours.	Character	in	Twelfth	Night	–	2	questions;	appreciation	in	Coriolanus;	
Examination	English	Composition	Preliminary	Paper	 1	hour.	Correct	speech,	inflections,	redundancy	in	speech,	analysis	and	correction	of	sentence	errors.	
	Data	analysis	The	interpretation	of	the	program	documents	required	a	content	analysis	approach.				While	this	approach	is	commonly	seen	as	counting	word-frequency	(Bryman,	2008),	a	more	productive	use	focuses	on	use	of	words,	key	words	and	phrases;	subjects	and	themes	both	manifest	and	interpreted;	and	dispositions	(Bryman,	2008;	Denscombe,	2010;	Robson,	2011).		Bryman	(2008)	highlights	the	systematic	and	reliability	features	of	content	analysis,	citing	long-held	views	on	these	by	Berelson	(1952)	and	Holsti	(1969);	a	systematic	specifying	of	pre-determined	characteristics	and	indicators	that,	once	identified	in	texts,	can	then	form	the	basis	of	interpretation.		Both	Bryman	(2008)	and	Denscombe	(2010)	recognise	the	suitability	of	a	content	analysis	approach	for	documents,	in	terms	of	transparency,	unobtrusiveness,	applicability	to	documents	spanning	time	
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frames,	and	the	capacity	to	show	manifest	as	well	as	hidden	aspects	of	communication.		For	my	study,	that	capacity	enabled	a	search	for	both	the	explicit	and	the	implicit	provision	of	personal	literacy	knowledge	for	teachers.	The	approach	to	content	analysis	was	a	conventional	procedure,	as	described	in	Robson	(2011)	and	Denscombe	(2010):	1. Selection	and	collection	of	the	data	samples,	that	is,	texts/documents	–	initial	survey	2. First	exploratory	reading	of	the	data	3. Break-up	of	the	data	into	smaller,	workable	components		4. Specification	of	the	relevant	coding	categories	for	analysis	5. Analysis	of	the	data	to	group	and	compare	category	findings	in	a	second	reading	6. Interpretation	of	the	analysis	findings.	Selection	and	collection	of	the	data	for	my	study	entailed	an	initial	survey	as	described	above	that	identified,	for	both	programs,	the	range	of	documents	available	and	the	scope	of	their	content	to	determine	which	ones	would	provide	valuable	data	for	analysis.			Following	that,	the	first	exploration,	also	described	above,	appraised	the	program	documents	to	determine	what	sections	of	these	were	relevant	and	what	sections	could	be	disregarded	if	content	did	not	relate	to	literacy	knowledge.		Much	of	this	reading	was	literal,	although	a	degree	of	interpretive	reading	was	required	to	decide	whether	particular	items	did	in	fact	constitute	literacy	knowledge.		The	sections	that	were	disregarded	related	to	administrative	and	regulatory	content.			The	break-up	of	data	established	the	sequence	for	working	through	the	various	ITE	documents.		The	most	convenient	approach	was	to	work	with	the	data	as	it	presented,	working	through	the	current	
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program’s	unit	outlines	sequence	of	unit	description,	rationale,	outcomes,	government	standards;	weekly	program	content,	assessment	items	and	rubrics;	textbooks	and	essential	readings/resources,	and	examinations;	the	historical	program’s	sequence	of	course	outlines,	subject	contents	including,	method	contents,	entrance	examination,	and	course	examinations.	Specification	of	the	relevant	coding	categories	for	analysis	(step	4)	and	the	analysis	procedures	(step	5)	required	a	unique	approach	compared	with	counting	key	words	and	phrases.		Working	with	the	data	drew	on	the	very	wide	range	of	broad	and	detailed	socio-cultural	conceptualisations	of	literacy	described	in	my	earlier	chapters	Defining	literacy	and	Literature	Review.		I	selected	the	socio-cultural	conceptualisation	as	the	most	appropriate	because	a	majority	of	teacher	educator	researchers	presented	it	as	the	current	theoretical	basis	for	literacy	in	education,	it	aligned	with	my	study’s	working	definition	of	a	repertoire	of	practices	informed	by	literacy	knowledge,	and	it	incorporated	the	concepts	of	basic	skills	so	heavily	emphasised	by	government	reports,	reviews	and	policy	as	well	as	a	minority	of	teacher	educator	researchers.		Consequently,	Hseih	and	Shannon’s	(2005)	“directed	content	analysis”	approach		was	used;	a	unique	approach	that	operated	beyond	mere	word	count.			Directed	content	analysis	‘directs’	the	analysis	by	drawing	on	a	theory	or	model	of	the	phenomenon	to	be	identified	to	establish	pre-determined	coding	categories.		I	used	the	socio-cultural	conceptualisation	of	literacy	as	a	resource	of	possible	codes	because	it	embraced	the	substantial	concepts,	constituent	elements,	practices	and	dispositions	of	both	the	traditional	model	of	language,	typical	of	the	early	20th	century	school	curricula,	and	the	functional	model,	typical	of	contemporary	schooling.		For	my	study,	that	involved	reading	data	
	 173	
spanning	almost	a	century,	these	capabilities	were	essential.		Further,	this	style	of	analysis	allowed	an	exploratory,	impressionistic	reading	to	gain	a	sense	of	what	the	data	held	as	well	as	a	coded	reading	“to	capture	all	possible	occurrences	of	a	phenomenon…(thus)	increasing	trustworthiness.”	(Hseih	&	Shannon,	2005,	p.	1282).		For	me,	this	allowed	the	interpretive	as	well	as	literal	reading	to	capture	both	explicit	and	implicit	provision	of	literacy	knowledge.	My	challenge	with	directed	content	analysis	was	pre-determining	analytic	coding.		The	coding	had	to	allow	for	a	wide	range	of	indicators	for	literacy	knowledge	(words	and	phrases)	to	represent	the	literacy	concepts,	elements,	practices	and	dispositions	that	fell	within	the	socio-cultural	conceptualisation	of	literacy.		Further,	it	had	to	capture	literacy	knowledge	embedded	in	both	the	current	and	historical	data.		Directed	content	analysis	required	a	set	of	pre-determined	codes	at	one	or	more	levels	so	that	in	the	process	of	coding,	“data	that	cannot	be	coded	are	identified	and	analysed	later	to	determine	if	they	represent	a	new	category	or	a	subcategory	of	an	existing	code”	(p.	1282).	Figure	3	below	outlines	how	studies	by	teacher	educator	researchers	informed	the	analytic	coding	leading	to	a	mapping	of	literacy	knowledge	to	be	categorised	using	my	study’s	conceptual	framework,	that	drew	on	the	Shulman	(1986,	1987)	categories	of	teachers’	professional	knowledge.		 	
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Devereux et al. (2007) 
Devereux & Wilson (2008  
socio-cultural 
conceptualisation of literacy 
↓ 
Functional model of 
language 
↓ 
dimensions of discourse 
↓ 
aspects of literacy 
• field	
• tenor	
• mode	
• genre/text	type	
Honan et al. (2013) 
Honan et al. (2014) 
socio-cultural 
conceptualisation of literacy 
↓ 
Four Resources model of 
literacy 
↓ 
engagement with text 
↓ 
aspects of literacy 
• codebreaker	
• text	participant	
• test	user	
• text	analyst	
Shulman (1986) 
Shulman (1987) 
conceptualisation of 
knowledge 
↓ 
Professional knowledge for 
teaching 
↓ 
 
• content	knowledge	
• curriculum	knowledge	
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literacy knowledge Figure	3	Studies	that	directly	informed	the	data	analysis	
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Indicators	of	literacy	knowledge	from	a	series	of	studies	by	teacher	educator	researchers	informed	the	coding	analytic.		These	studies,	each	reviewed	in	Chapter	3,	established	frameworks	for	investigating	pre-service	teachers'	literacy	knowledge	but,	more	importantly,	identified	a	wide	range	of	literacy	features	including	the	concepts,	constituent	elements,	practices	and	dispositions	that	I	had	found	to	be	fundamental	to	a	socio-cultural	conceptualisation	of	literacy.		Studies	by	Macken-Horarik		et	al.	(2006),	Devereux	et	al.	(2007)	,	Devereux	and	Wilson	(2008),	had	drawn	on	the	functional	model	of	language	(Halliday,	2004;	Halliday	&	Hasan,	1985;	Rose	&	Martin,	2012)	to	frame	pre-service	teachers'	literacy	knowledge	in	relation	to	register	(field,	tenor	and	mode)	and	genre.		Studies	by	Honan	et	al.	(2013,	2014)	had	drawn	on	Freebody’s	and	Luke’s	(2003)	Four	Resources	model	of	literacy	practices	(code-breaker,	text	participant,	text	user,	text	analyst)	to	frame	pre-service	teachers'	literacy	knowledge	in	ITE	programs	The	study	by	Macken-Horarik	et	al.,	using	the	functional	approach	derived	from	Systemic	Functional	Linguistics	(Halliday,	2004)	above,	identified	features	of	literacy	knowledge	as	intrinsic	to	three	discourse	domains	relevant	to	pre-service	teachers	-	everyday,	academic	and	professional.		Each	was	differentiated	in	terms	of	register	(language	function;	variables	of	field,	tenor	and	mode),	genre	(the	generic	structures	of	texts	or	language	activities	as	they	relate	to	social	purpose	and	rhetorical	means),	and	text	type	(the	various	discrete	texts	actualised	within	language	activities).			The	researchers	considered	the	domains	of	discourse	knowledge	and	their	constituent	literacy	features	as	essential	literacy	knowledge	for	pre-service	teachers'	success	in	ITE	studies.	
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Devereux	et	al.	(2007)	and	Devereux	&	Wilson	(2008)	further	developed	this	framing	of	literacy	knowledge	to	accommodate	both	traditional	and	new	technologies	within	these	dimensions	of	discourse	knowledge.		The	dimensions,	along	with	relevant	features	of	literacy	knowledge	are	presented	in	Table	5	below.		I	drew	on	this	framing	of	literacy	knowledge	to	inform	the	coding	analytic	because	it	unpacked	broad	features	of	language	functions	and	genre	as	they	apply	to	pre-service	teachers’	personal	use	in	the	three	fundamental	domains	of	their	current	and	future	work	as	tertiary	students,	pre-service	education	students	and	teachers.	Table	5	Macken-Horarik	et	al.’s	(2006)	features	of	literacy	knowledge	framed	as	dimensions	of	discourse	knowledge	required	by	pre-service	teachers	
Register	
and	Genre	
Everyday	 Academic	
literacy	
Professional	literacy	
Field	
Commonsense	knowledge	of	the	field	(topic)	
Specialised	field	knowledge	 Applied	know-how,	practitioner	
Tenor	
Personal	(reader-friendly)	 Expert	tenor	 Practitioner	relationship	
Mode	
Language	close	to	self	and	familiar	experience	
Relatively	distanced	from	self	and	others	
Practical	language	mapped	onto	professional	roles	and	teaching	experience	
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Coherent	traditional	linear	text	
Coherent	linear	multi-modal	text	
sub-technical	skills	of	grammar	and	spelling	
mechanics	of	writing	
processes	of	constructing	written	text	
Genre/text-
types	
Genres	and	text-types:	e.g.	journal	entries,	informal	letters	to	and	from	parents,	emails	to	colleagues	
Genres	and	text-types:	e.g.	expository	essay,	seminar	presentation	
Genres	and	text-types:	e.g.	lesson	plans,	newsletters	and	formal	letters	to	parents	
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	The	studies	by	Honan	et	al.	(2013,	2014)	of	pre-service	teachers'	assignment	work,	both	traditional	and	digital	tasks,	identified	features	of	literacy	knowledge	that	aligned	with	Macken-Horarik	et	al.’s	dimensions.		The	studies	cited	examples	in	pre-service	teachers'	assignment	work	of	literacy	concepts,	constituent	elements,	practices	and	dispositions	considered	by	the	researchers	as	essential	bare	minimum	and	advanced	levels	of	literacy	knowledge.		These	examples	are	collated	in	Table	6	below.		Honan	et	al.	differentiated	literacy	knowledge	using	the	Four	Resources	approach	to	focus	on	pre-service	teachers'	personal	literacy	competence	for	engaging	with	text	in	relation	to	coding,	semantics,	pragmatics	and	critical	awareness	(respectively	Freebody	and	Luke’s	
code-breaker,	text	participant,	text	user,	text	analyst).			These	examples	of	what	pre-service	teachers'	personal	literacy	knowledge	looked	like	in	practice	were	useful	for	my	study	because	of	their	specific	nature,	their	source	in	assignment	work	of	ITE	programs	and	their	coverage	of	both	traditional	and	digital	tasks.		Further,	the	two	studies	were	relevant	to	my	study’s	working	definition	of	literacy	as	a	repertoire	of	practices	in	traditional	and	digital	technologies.		 	
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Table	6	Examples	of	specific	constituent	elements	of	personal	literacy	knowledge	considered	by	Honan	et	al.	(2013,	2014)	as	essential	for	pre-service	teachers'	engagement	with	ITE	assignment	work	
Resource	 Traditional	tasks	 Digital	tasks	
Code-breaker	
Knowledge	of	and	interpretation	of	language	-	semiotic	codes	
Linear	text	Genres	and	text-types	Staging	of	the	text	Formulaic	response	Advanced	capabilities	of	innovative	response	Voice	Referencing	–	paraphrase	quotation	
Default	themes	Bulleted	lists	of	phrases	embedding	voice,	video	and	clipart	Downloading	of	own	images	and	screen	shots	
Text	participant	
Comprehension	of	text	content	and	type	
Code-breaking	Participating	with	texts	Analysis	of	texts	Critical	appraisal	of	texts	Reasoned	argument	Personal	opinions	and	perspectives	on	issues	
Engagement	with	digital	texts	New	literacies	Literacy	as	social	practice	Digital	production	processes	
Text	user	
Use	of	texts	in	social	and	cultural	contexts	
Genres	and	text-type	 Blogging	with	linear	text	Non-interactive	text	and	hyperlinks	
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Textual	structures	of	explanation,	discussion	and	description	
Connections	between	words,	sounds,	and	images	Advanced	capabilities	with	presentation	software	
Text	analyst	
Critical	appraisal	of	texts	
Generic	construction	of	explanations,	discussions	and	descriptions	Channeling	of	lecture	content	and	readings	Suppression	of	personal	opinion	Critique	and	reflexive	comment	on	issues	Innovative	approaches	to	text	structures	Personal	voice	Self-awareness	applied	to	issues	Opinion,	critique	and	reflexive	commentary	
Capability	to	portray	one’s	own	literacy	experience	Recognition	of	other	ways	of	learning	Recognition	of	other	ways	to	be	literate	
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None	of	the	studies	cited	above	identified	all	possible	or	expected	features	of	literacy	knowledge,	nor	did	any	study	establish	the	definitive	list	of	what	should	constitute	personal	literacy	knowledge	for	teachers;	seeking	that	information	was	not	the	aim	of	those	studies.		However,	the	studies	illustrated	a	scope	of	pre-service	teachers'	personal	literacy	knowledge	and	a	sufficiently	comprehensive	collation	of	data	for	me	to	commence	analysing	my	ITE	program	data.	 The	analysis	was	undertaken	using	Word®	document	software.		With	the	coding	examples	in	Table	5	and	Table	6	as	the	guide,	each	data	document	was	read,	in	no	particular	sequence,	and	references	to	elements	of	literacy	knowledge	were	noted	as	they	arose	in	the	documents.		Where	there	was	a	literal	connection	to	the	coding	guide,	inclusion	was	undisputed.		Where	there	was	uncertainty,	an	interpretative	reading	was	made	taking	in	the	surrounding	contextual	meanings	and	the	focus	of	the	document	or	section.		For	example,	in	the	historical	program,	where	reference	was	made	to	any	feature	of	language	learning	(literacy	in	today’s	terms)	with	terminology	that	has	no	currency	in	today’s	curricula	for	literacy	or	subject	English,	I	inferred	from	contextual	information	whether	or	not	this	feature	constituted	literacy	knowledge.		Typically,	I	inferred	for	inclusion,	since	the	terminology	might	surface	again	or	in	another	document	with	its	meaning	made	apparent.	When	the	recording	of	references	for	a	document	was	complete,	the	references	were	mapped	against	my	conceptual	framework	of	professional	literacy	knowledge.		Mapping	was	undertaken	using	Word®	tables	with	the	following	columns	for	each	category:	literacy	content	knowledge,	literacy	curriculum	knowledge,	literacy	pedagogical	knowledge,	and	personal	literacy	
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knowledge.			Where	a	reference	could	be	mapped	without	dispute	across	more	than	one	category,	it	was	listed	in	each	of	the	relevant	columns.			Where	a	reference	could	be	inferred	as	fitting	more	than	one	category,	it	was	listed	in	each	of	the	relevant	categories.		The	framework	functioned	as	a	filter,	differentiating	the	various	aspects	of	teachers’	literacy	knowledge	so	as	to	isolate	
personal	literacy	knowledge.	The	indicators	for	curriculum,	pedagogical	content,	and	personal	literacy	content	were	easily	discernable	since	these	are	concepts	in	teaching	with	particular	and	distinctive	purposes	well	established	in	education	literature	and	defined	in	the	Schulman	(1986,	1987)	literature	underpinning	my	conceptual	framework.		As	signalled	at	the	beginning	of	this	chapter,	one	way	of	validating	the	construct	of	personal	was	to	consider	its	function	in	making	sense	of	what	pre-service	teachers	need	to	achieve	during	their	studies.	This	required	more	careful	consideration	of	purpose	since	it	could	easily	be	conflated	inaccurately	with	subject	content	knowledge.		Throughout	the	literature,	both	government	documents	and	the	studies	and	discussion	of	teacher	education	researchers,	the	purpose	of	personal	literacy	knowledge	was	revealed	by	a	common	theme,	to	do	with	enabling	students	to	achieve	high	levels	of	competence	through	specific,	targeted	teaching	and	learning	engagements.		The	reason	for	this	enabling	with	personal	literacy	knowledge	was	that	it	underpinned	pre-service	study,	professional	experience	and,	ultimately,	future	employment	within	the	profession	–	to	function	convincingly	as	professionals	and	to	be	regarded	as	literate	professionals.		Thus,	I	considered	it	logical	that	literacy	knowledge	references	in	the	data	would	be	classified	as	personal	where	it	was	clear	that	its	intent	in	the	program	was	to	enable	pre-service	teachers’	literacy	competence,	
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either	as	acquisition	of	literacy	knowledge	that	may	have	been	new	to	pre-service	teachers	or	to	maintain	or	develop	further	literacy	knowledge	that	students	were	expected	to	bring	to	ITE	as	an	entry	requirement.		Thus,	the	conceptual	framework	column	for	personal	literacy	knowledge	would	identify	the	provision	of	teachers’	literacy	knowledge	that	addressed	personal	competence,	leading	to	recognition	of	teacher	as	literate	for	the	profession.	
Methodological	concerns	The	establishment	of	consistent	terminology	informing	the	creation	of	analytic	codes	raised	methodological	concerns	during	the	design	phase	of	the	study,	particularly	in	relation	to	the	Historical	Program	data.		Researchers	already	note	the	impossibility	of	a	single	definition,	the	proliferation	of	pseudo	literacies	and	the	possible	demise	of	the	term	(Brown	et	al.,	2010;	Christie,	2005;	Graff,	2001;	Sensenbaugh,	1990).		The	term’s	longevity	continues	to	realise	disparate	notions	of	what	represents	literacy,	yet	it	is	a	relative	newcomer	in	school	education	(F.	Christie	&	R.	Misson,	1998).		For	this	study,	justifying	what	represents	literacy	became	a	challenge.		The	unstable,	idiosyncratic	notions	of	literacy	combined	with	the	historical	distance	between	the	two	sets	of	data	analysis	presented	problems	such	as:	How	would	the	analysis	identify	literacy	content	knowledge	in	a	1908	teacher	training	program	when	the	term	literacy	had	no	currency?	Hsieh	and	Shannon’s	(2005)	directed	content	analysis	allowed	coding	development	that	drew	on	models	of	literacy	and	language.		Doing	so	would	provide	indicators	for	identifying	in	the	data	references	to	literacy	both	conceptual	and	elemental.		This	enabled	a	more	principled	means	to	deal	with	terminology	in	defining	coding	and	recording	evidence,	mindful	of	Krippendorf’s	
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(2013)	definition,	that	content	analysis	“entails	a	systematic	reading	of	a	body	of	texts…a	technique	for	making	replicable	and	valid	inferences	from	texts.”	(pp.	10-24),	and	his	warning	against	idiosyncratic	judgement	in	relation	to	data	coding	for	diverse	manifestations	of	the	term	literacy.		The	earlier	chapter	Defining	Literacy	highlighted	ongoing	change	in	understanding,	defining	and	teaching	literacy	during	the	19th	and	20th	centuries.		These	changes	were	often	reflected	in	differing	terminology:	Christie’s	and	Rothery’s	research	pointed	out	the	19th	and	early	20th	centuries’	use	of	reading	and	writing,	the	addition	of	oral	language	in	the	mid-20th	century,	language	and	
language	arts	in	the	mid-20th	century	with	the	addition	of	speaking	and	listening,	to	reading	and	writing,	literacy	in	the	late	20th	century,	and	subject	term	English	across	both	centuries	(Christie,	2005;	F.	Christie	&	R.	Misson,	1998;	F.	Christie	&	J	Rothery,	1979;	Christie	&	Simpson,	2010).		The	NSW	curriculum	illustrates	these	shifts.	 A	further	methodological	concern	was	an	inevitable	sparseness	of	content	in	the	documents.		Program	documents	are	descriptions	of	courses	and	outlines	of	teaching	and	learning	engagements.		Consequently,	the	general	topics	of	knowledge	provided	(and	the	level)	could	be	identified,	but	the	finer	detail	of	what	of	particular	literacy	features	relating	to	concepts,	constituent	elements,	practices	and	dispositions	taught	in	class	sessions	might	not	necessarily	have	been	available	–	because	teachers	implement	the	units’	outlines	according	to	situation	and	student	needs	at	the	time.		While	this	may	seem	limiting,	the	study	was	really	concerned	with	identifying	whether	knowledge	is	provided	and	how	that	knowledge	aligns	in	relation	to	models	of	literacy	and	conceptualisations	of	professional	knowledge.	
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Summary	This	chapter	presented	the	case	for	the	methodology	to	investigate	the	provision	of	literacy	knowledge	within	ITE	programs	for	primary	school	teachers.			In	order	to	determine	the	literacy	knowledge	provided,	both	currently	and	historically,	a	qualitative	research	approach	was	used	to	collect	and	systematically	analyse	ITE	program	content.		A	current	program	from	a	single	institution	was	selected	as	representative	of	ITE	programs	delivered	by	various	tertiary	providers	in	New	South	Wales.		A	historical	program	was	selected,	to	investigate	the	changing	nature	of	literacy	knowledge	and	its	provision	in	ITE	across	a	century.		These	programs	were	selected	using	Christie	and	Macken-Horarik’s	(2011)	models	of	English	to	establish	two	contrasting	periods	of	literacy	practice	from	the	early	20th	to	the	21st	centuries.			A	method	of	directed	content	analysis	was	used	to	identify	and	categorise	literacy	knowledge	provided	in	the	programs.		Coding	categories	were	established	using	Shulman’s	(1987)	conceptualisations	of	teachers’	professional	knowledge,	augmented	with	the	more	recent	conceptualisation	of	personal	literacy	(Teaching	Australia,	2007).			These	categories	were	used	to	systematically	analyse	evidence	from	ITE	programs	to	provide	answers	to	the	research	questions.		The	following	two	chapters	(Analysis:	Historical	Program	and	Analysis:	Current	Program)	present	the	findings	from	the	analysis	of	both	these	programs.		 	
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CHAPTER	6:	ANALYSIS	–	THE	HISTORICAL	PROGRAM	
Introduction	to	the	Analysis	This	chapter	and	Chapter	7	that	follows,	present	the	findings	from	the	analysis	of	my	research	data.		Two	sets	of	data	were	collected	and	analysed	to	address	my	research	problem	and	the	research	questions	presented	in	Chapter	1.		The	data	were	two	teacher	education	programs	representative	of	pre-service	primary	education	in	New	South	Wales	at	two	different	points	in	time:	one	historical,	early	20th	century	program	from	the	state	teachers’	college	(hereinafter,	the	Historical	Program)	and	one	current,	early	21st	century	program	from	a	university	faculty	of	education	(hereinafter,	the	Current	Program).		The	data	collection	and	its	analysis	had	two	goals.		The	first	was	to	identify	in	the	data	any	content	referring	to	features	of	literacy	knowledge	using	the	coding	analytic	presented	in	Chapter	5;	the	second	was	to	classify	those	features	of	literacy	knowledge,	most	importantly	personal	literacy	knowledge.		The	classification	used	the	four	categories	of	literacy	knowledge	in	the	conceptual	framework	that	I	designed	for	this	study	and	presented	in	Chapter	4.		That	is,	literacy	content	knowledge,	literacy	curriculum	knowledge,	literacy	pedagogy	knowledge,	and	personal	literacy	knowledge.		This	framework	was	designed	for	the	analysis	to	illuminate	the	various	realisations	of	literacy	knowledge	found	in	the	program.		These	two	goals	were	achieved,	and	the	findings	presented	in	Chapters	6	and	7	reveal	the	scope	and	nature	of	literacy	knowledge	provided	in	each	program.		Particular	attention	is	given	to	personal	literacy	knowledge,	since	that	was	the	basis	of	my	first	two	research	questions	in	relation	provision:	Research	question	1	
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What	has	been	the	provision	of	personal	literacy	knowledge,	historically,	in	teacher	education	programs?	Research	question	2	What	personal	literacy	knowledge	is	provided	in	a	current,	representative	Initial	Teacher	Education	program?	The	program	data	were	analysed	separately,	the	39	Historical	Program	documents	first	and	then	the	53	Current	Program	documents.		(Complete	lists	of	the	documents	collected	are	supplied	in	Appendices	1	and	2.)		From	an	initial	reading,	the	documents	were	analysed	to	identify	features	of	literacy	knowledge	that	adhered	to	the	analytic.		These	features	were	recorded	and	then	classified	as	evidence	representing	the	literacy	knowledge	categories	in	my	conceptual	framework	(curriculum,	content,	pedagogical,	and	personal).		This	extracted	evidence	is	supplied	in	Appendices	3	and	4.		These	initial	findings	in	each	category	are	presented	by	first	re-establishing	from	the	Literature	Review	the	basis	of	that	literacy	knowledge,	and	what	would	count	as	evidence	terms	of	source	units.		There	follows	a	description	of	the	particular	source	documents	for	those	findings	and	a	brief	description	of	the	findings.	From	a	second	reading	of	the	data,	more	detailed	analyses	of	evidence	is	given	for	each	of	the	conceptual	framework	literacy	knowledges.	Each	analysis	is	framed	using	an	organiser	construed	from	the	way	particular	literacy	knowledges	evidence	were	addressed	in	their	respective	courses	or	unit	outlines,	for	example,	syllabus	strands,	pedagogical	practices.		The	document	sources	for	evidence	are	noted,	and	the	nature	of	the	evidence	is	discussed.	Descriptions	of	the	findings	are	supported	with	illustrative	examples	in	the	text	and	in	accompanying	tables.		A	brief	summary	for	each	of	the	separate	literacy	
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knowledge	analyses	identifies	key	findings.		The	analysis	conclusion,	addressing	the	findings	of	both	the	Historical	and	Current	programs,	is	given	at	the	end	of	Chapter	7.		This	conclusion	summarises	and	synthesises	key	features	and	raises	implications	to	inform	the	discussion	in	Chapter	8	Discussion.	All	evidence	presented	in	the	analyses	tables,	appendices	and	discussion	is	quoted	directly	from	the	data;	that	is,	the	Teachers’	College	Calendar	documents	for	the	Historical	Program	and	the	Initial	Teacher	Education	(ITE)	unit	outline	documents	for	the	Current	Program.		Citations	of	evidence	for	the	various	literacy	knowledges	are	quoted	directly	from	the	data	using	quotation	marks,	followed	by	their	source	document	titles	in	parentheses,	italicised	and	with	page	numbers	where	relevant.	
Findings:	Historical	Program	Evidence	of	literacy	knowledge	provision	in	the	two-year	Historical	Program	was	found	predominantly	in	the	four	English	courses	and	their	associated	examinations:	English	Year	1,	English	Year	2,	English	Method	Year	1,	Phonetics	Year	1.		The	Education	General	Method	Year	1	also	revealed	significant	provision,	as	did	the	examinations	in	Rhetoric	Year	1.		Other	documents	in	the	Teachers’	College	Calendar	also	provided	information	that	revealed	the	scope	and	detail	of	literacy	knowledge	provision;	that	is,	course	structures	and	outlines,	demonstration	lesson	outlines,	textbook	lists.		Further	courses	-	History,	Civics,	and	Drawing	and	Applied	Art	-	were	considered	useful	because	they	revealed	a	rich	historical/cultural	context	that	framed	the	nature	of	the	literacy	knowledge	and	the	purpose	of	its	provision	to	primary	school	teachers.		Table	7	provides	a	summary	of	the	documents.		 	
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Table	7	Historical	Program	documents	identified	for	analysis	from	the	1917	teachers’	training	course	data	collection	
Item	 Detail	
Course	information	 Requirements,	overview,	course	structures,	course	topics	
Methods	in	English,	Y1,	Y2	 Teaching	method;	schemes	of	work	reading,	literature,	spelling,	word-building,	composition,	grammar		
Course	content	for:	Phonetics	Y1	English	Y1	English	Y2	English	Demonstration	Lessons		History	Drawing	and	Applied	Art	Nature	Study		
Language	content,	Literature	content,	lessons	and	treatments,	demonstration	lesson	topics,	nature	of	the	curriculum,	Blackboard	work	requirements.	
Text	Books	–	Y1,	Y2	courses	 Education,	Method,	Subject	content,	English,	Literature	reading	lists	
Entrance	Examination	-	descriptions,	content	areas	
English,	Arithmetic,	Geography,	History	
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Examination	papers	Y1,	Y2	and	General	 Method,	Y1	and	Y2,	English,	Rhetoric,	Phonetics,	Drawing,	Illustration,	Nature	Study,	General	Education,	Education	Theory,	History	of	Education	
Teaching	practice	Y1,	demonstration	lessons	 Requirements,	Demonstration	School	Timetables,	school	curriculum	areas	
	
Findings:	Literacy	curriculum	knowledge	Literacy	content	knowledge	for	the	purposes	of	this	study	was	established	in	the	Literature	Review	being	classified	as	Shulman’s	“CK”	(1987,	p.	8)	as	the	knowledge	of	prescribed	literacy	programs	and	materials	including	scope	and	sequence,	strands	and	staging	for	various	class	levels.		Typically,	curriculum	knowledge	is	either	developed	by	teachers	or	prescribed	by	government	and	professional	regulators.		From	the	initial	reading	of	the	program,	I	determined	that	literacy	was	taught	as	part	of	the	primary	school	subject	English.		In	1917	this	teaching	and	learning	area	was	differentiated	in	two	strands,	Language	and	Literature.			Language	was	the	dominant	strand	of	the	subject,	Literature	less	so,	and	literacy	was	embedded	in	both.		A	breakdown	of	what	actually	constituted	language	in	daily	lessons	is	revealed	in	the	general	timetables	of	the	College’s	two	demonstration	schools	(Blackfriars	and	North	Newtown)	provided	in	the	College	calendar	–	see	Table	8	below.		Demonstration	Schools	were	associated	with	the	Teachers	College.		The	relationship	of	the	Demonstrations	Schools	to	the	Teachers’	College	was	to	deliver	demonstrations	of	lessons	in	subject	methods	that	all	student	teachers	were	required	to	observe.		Demonstration	Schools	were	associated	with	the	Teachers’	College.	
	191		
Table	8	Breakdown	of	language	and	literature	strands	of	1917	curriculum	subject	English	
Language	 Literature	
Reading	–	school	magazine,	supplementary	reader	or	author	Writing	Spelling,	word-building,	dictionary	practice,	phonic	exercises	Speech	and	language	training	Dictation	Composition,	including	picture	talk	Formal	language/grammar	Transcription	Debate,	class	discussion	
Poetry	Literature	Literary	story	
NOTE	Source:	General	Timetables	of	Blackfriars	and	North	Newtown	Demonstration	Schools,	1917		 More	specific	evidence	representing	curriculum	literacy	knowledge	for	Language	was	found	in	the	English	and	English	Methods	courses	(associated	examinations	papers)	and	in	the	demonstrations	lessons	(e.g.	Education	–	
Method	in	English,	Demonstrations	Lessons	Year	2)	listed	in	Table	9	below.		These	course	documents	described	the	scope	of	language	content	in	these	areas	but	not	in	the	same	amount	of	detail	as	found	in	scope-and-sequence	mapping	in	contemporary	education	curriculum	documents.			The	closest	form	to	such	mapping	is	the	“schemes	of	work”	for	Literature,	Reading,	Composition	and	Grammar,	and	these	were	also	referred	to	as	“schemes	of	lessons	for	various	stages”	(Education	-	Method	in	English	Year	1).			Provision	of	curriculum	knowledge	is	implied	in	English	subject	content	courses.		For	example,	English	1	
Y1	identifies	curriculum	features	with	which	student	teachers	should	become	
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familiar.		It	seems	logical	that	these	curriculum	features	would	be	the	focus	of	activities	undertaken	with	children	in	the	primary	classroom	given	the	emphasis	in	many	course	documents	(English	1	Y1	and	Y2,	Phonetics)	about	developing	appreciation	and	literary	taste	as	well	as	correction	of	children’s	speech	for	acceptable	standard	English.			There	is	no	reference	in	any	of	the	course	documents	to	State/Department	of	School	Education	syllabi.		 	
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Table	9	Evidence	representing	curriculum	literacy	knowledge	for	the	language	strand	of	subject	English	
Language	strand	-	Literacy	content	knowledge	
Reading	–	vocabulary,	speech,	novels,	poems,	silent	reading,	book	choice,	nursery	rhymes	
Spelling	–word	building,	dictation,	transcription	
Composition	–	ideas	and	expression,	in	relation	to	History,	Geography	and	Nature	Study,	individuality,	schemes	of	lessons	for	stages;	reproduction:	description,	letter-writing;	original:	précis,	poems	and	pictures	as	models;	imaginative	writing:	story,	conversation;	inspirational,	noble	stories	
Oral	language	–	compositions:	expression,	description,	narration,	discussion,	oral	sentence-making;	picture	talk,	narration	of	stories,	story	plays;	nursery	rhymes;	oral	reading,	description,	recitation,	elocutionary	dramatic	reading	
Grammar	–	scope	of	study,	stages,	schemes	of	teaching,	punctuation,	sentence	structure;	inductive	teaching	of	grammar	(parts	of	speech	–	accidence	in	nouns,	pronouns,	verbs;	comparatives,	superlatives)		
Phonics	-	vowels	and	consonants;	standard	English;	correction	of	non-standard	English;	daily	drill	–	moderation	and	correction	of	careless	&	uneducated	
Writing	-	science	descriptions,	accounts	(explanations	how,	why)	
Source	documents	
Method	in	English	Year	1,	[Docs	6,	7];	English	Methods;	Examination	Year	1,	[Docs	22a,	22b];	English	Year	1,	[Doc.	8]	Phonetics	1st	Year	[Doc.	7];	Nature	Study	Method	1,	Examination	[Doc.	34]		There	is	evidence	that	subject	English	was	not	considered	a	‘stand	alone’	subject	but	an	overarching	subject	in	the	primary	curriculum	with	links	to	other	subjects.		Method	in	English	Year	1	refers	to	“the	place	of	English	in	the	primary	
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curriculum	and	its	relation	to	other	subjects”.			Such	a	link	was	found	in	Nature	
Study	Year	Method	Year	1	where	students	are	taught	about	different	forms	of	writing	in	Nature	Study,	such	as	science	descriptions	and	accounts	(explanations	of	how	and	why,	to	do	with	phenomena	in	nature).		This	information	provides	further	evidence	of	the	curriculum	literacy	knowledge	provided	to	student	teachers;	that	is,	the	awareness	and	knowledge	of	different	types	of	text	and	explicit	teaching	of	them.		This	is	similar	to	approaches	embedding	literacy	across	Key	Learning	Areas	in	current	ITE	programs.	Literacy	curriculum	knowledge	was	more	implied	rather	than	detailed	explicitly	for	the	Literature	strand.			The	topics	for	Year	2	demonstrations	lessons	for	English	in	Table	10	below	provide	some	sense	of	scope	that	covers,	story,	poem	and	drama	with	a	strong	link	to	oral	language	story-telling.	Table	10	Topic	schedule	for	demonstration	lessons	attended	by	all	students	
Topic	for	Demonstration	Lesson		Narration	of	story	(three	types)	Picture	talk	(two	types)	A	story	play	Language	lessons	(two)	Oral	composition,	based	upon	a	story	or	poem	Reading	lessons	(two	types)	Supplementary	Reading	lessons	–	a	novel	Treatment	of	a	scene	of	passage	–		Shakespeare	Treatment	of	a	poem		There	is	very	little	indication	in	any	of	the	course	documents	of	titles	of	reading	materials	for	the	primary-aged	children.		Short	Stories	of	the	XIX	Century	and	the	1891	revision	of	Palgrave’s	Golden	Treasury,	both	sources	of	significant	
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British	literature,	were	required	textbooks	for	student	teachers.		Being	works	of	literature	for	mature	readers,	it	is	probable	they	were	chosen	to	expand	personal	literacy	knowledge,	rather	than	used	as	classroom	curriculum	materials.		There	is	reference	to	“class	libraries”	and	“home	reading”	in	the	English	Year	2	course,	but	the	content	of	these	collections	is	not	elaborated	and	is,	presumably,	the	responsibility	of	individual	teachers	or	schools.		The	evidence	collected	from	the	
First	Year	Courses:-	English	booklist,	and	Second-Year:-	Writing	of	English	booklist	reflects	the	strong	bias	of	the	Historical	Program	for	developing	literary	appreciation	and	taste	based	on	the	British	canon.		This	finding	is	unpacked	further	in	Personal	Literacy	Knowledge	(1.4	later	in	this	section).	The	English	courses	(e.g.	English	Year	2,	English	Year	1)	contained	evidence	relating	to	literature	in	the	curriculum,	as	shown	in	Table	11	below.		They	revealed	how	literature	was	treated	in	the	curriculum,	but	revealed	more	of	what	trainee	teachers	needed	to	know	about	literature,		That	is,	knowledge	of	suitable	works	of	literature,	civic	values	embedded	in	British	canon	and	literary	features	common	to	great	literature.			However,	this	particular	provision	of	literacy	curriculum	knowledge	is	framed	as	students	gaining	familiarity	with	great	works	of	poetry,	drama	and	narrative;	skill	in	reading	these	aloud,	that	is,	with	elocutionary	effect;	and	a	disposition	to	make	reference	to	and	quote	from	pertinent	works.		As	such,	this	curriculum	knowledge,	presumably	used	to	inform	a	teacher’s	choices	of	classroom	reading	materials	and	“treatment	of	scenes	or	passages”	(English	Year	2:-	Demonstration	Lessons),	also	presents	as	provision	of	personal	literacy	knowledge.		That	is	to	say,	the	development	of	knowledge	about	such	literature	could	be	seen	as	an	indicator	of	literary	appreciation	and	taste	-	a	marker	perhaps	of	the	literate	teacher.			This	overlap,	
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or	grey	area	of	what	constituted	curriculum	and	personal	literacy	knowledge	was	frequently	evident	in	the	documents.	Table	11	Evidence	representing	literacy	curriculum	knowledge	for	the	literature	strand	of	subject	English	
Literature	strand	-	Literacy	curriculum	knowledge		
Story,	choice	of	story	Poetry	and	recitation;;	treatment	of	a	poem	Extensive,	intensive	study	of	literature	Appreciation	and	literary	taste	Shakespeare	–	treatment	of	scenes	or	passages	Supplementary	reading	–	novels;	reading	aloud;	dramatic	readings,	elocutionary	reading	and	recitals	of	plays	and	dramas	Short	Stories	of	the	XIX	Century,	Golden	Treasury	by	Palgrave	[songs,	lyrics]	
Source	documents	
English	Year	2	–	demonstration	lessons	docs	10,	11;	English	Year	1	–	literature	doc.	8;	Textbooks	Year	1	–	Writing	of	English	doc.	18;	Writing	of	English	doc.	18		In	summary,	literacy	curriculum	knowledge	in	the	Historical	Program	was	systematic	in	presenting	the	scope	of	the	primary	curriculum	and	detailing	both	inclusions	and	teaching	approaches	for	teacher	trainees.		The	high	degree	of	prescription	in	terms	of	teachers’	knowledge	and	practice	is	evident,	and	contrasts	with	an	absence	of	explicit	theoretical	underpinnings.		The	focus	in	these	documents	is	very	much	on	the	what	and	how	of	curriculum,	and	not	the	
why.		Evidence	of	provision	for	teachers’	personal	literacy	knowledge	is	evident	
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in	the	literature	dominance	of	the	English	courses	where	the	studies	and	text	titles	are	overtly	adult	–	few	children’s	literature	titles	are	indicated.	
Findings:	literacy	content	knowledge	Literacy	content	knowledge	for	the	purposes	of	this	study	was	established	in	the	Literature	Review	following	Shulman’s	(1987)	notion	of	the	knowledge	of	a	school	subject	or	discipline	at	both	broad	and	discrete	levels,	and	the	ways	in	which	it	is	conceptualised	and	organised.		From	the	initial	reading	of	the	program,	I	identified,	as	data,	specific	features	of	literacy	knowledge	for	subject	English	that	informed	what	teacher	trainees	would	be	teaching	in	the	language	and	literature	strands	of	the	1917	NSW	primary	curriculum.		There	was	considerable	alignment	of	curriculum	knowledge	and	content	knowledge	in	the	program,	an	expected	inevitability	since	content	knowledge	unpacks	a	curriculum	subject’s	detail	that	is	to	be	taught	and	learned.	Evidence	representing	literacy	content	knowledge	for	the	Language	and	Literature	strands	in	the	historical	program	was	found	predominantly	in	the	Method	in	English	course	and	its	two	associated	examinations	(Table	12	and	Table	13).		Evidence	in	the	course	description	was	generally	broad,	for	example,	“grammar…sentence	structure”	(Education	-	Method	in	English).		In	contrast,	the	examination	documents	focus	on	much	more	discrete	items	of	knowledge,	revealing	the	range	and	specific	nature	of	what	students	study,	for	example,	“grammar…the	use	of	‘will’	and	‘shall’”	(Exam	English	Method).		There	were	some	very	specific	indications	of	literacy	content	knowledge	in	the	Phonetics	First	Year	course	and	its	examination,	such	as	“vowels	and	consonants…	the	r	sound…lisping”.		The	Phonetics	text	book	‘Science	of	Speech’	(no	author,	no	date)	suggested	content	knowledge	relating	to	the	teaching	of	oral	literacy	would	be	
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drawn	from	scientific,	mechanics-oriented	understandings	of	the	workings	of	human	speech.		The	Text	Book	lists	for	Education,	English,	Writing	of	English,	and	
Civics	gave	little	indication	of	literacy	content	knowledge	other	than	it	would	be	contextualised	entirely	in	British	history,	society	and	culture.		
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Table	12	Evidence	representing	literacy	content	knowledge	for	the	language	strand	of	subject	English	
Language	strand	-	Literacy	content	knowledge	
Reading	-	process;	function;	oral	reading	and	silent	reading;	the	hygiene	of	reading;	breathing	exercises;	value	of	various	types	of	story;	the	acquisition	of	the	reading	habit	of	independent;	
Spelling	-	process:	the	eye	and	the	peculiarities	of	the	English	language;	word-building;	its	relation	to	spelling	
Grammar	-	grammar	and	composition;	the	use	of	punctuation	and	capitals;	sentence	structure;	correction	of	errors	in	composition	exercises;	the	use	of	comparative	and	superlative	for	of	adjectives	(a	first	lesson);	the	use	of	“will”	and	“shall”	
Composition	-	Write	an	imaginary	conversation;	Oral	composition;	Narrate…a	story	calculated	to	inspire…brotherhood…interest	in	animals…noble	deeds…nursery	rhymes…origin…interest…treatment	for	Kindergarten	
English	vowels	and	consonants;	sounds…speech	of	students…standard	English;	drill	in	speech	sounds;	comparison	of	standard	English*	with	English	frequently	heard,	especially	(a)	Among	students;	(b)	Among	school	children.;	good	English	speech	sounds;	lisping;	the	r		sound…the	value	of	the	r	letter	in		(a)	water;	(b)	rough;	(c)	port	
Source	documents	
Education	–	Method	in	English.	First	Year	[docs	5,	6];	examination	English	Method	1	Y1	[docs	22a];	examination	English	Method	2.	[docs	22b,	22c];	Phonetics	–	First	Year	Course.	[docs	7,	8];	examination	Phonetics	Y2.	[doc.	27]		A	second	reading	was	undertaken	to	differentiate	the	language	and	literature	strands.		Table	12	shows	the	provision	of	literacy	content	knowledge	for	the	Language	Strand	aligned	almost	entirely	with	the	curriculum	knowledge	areas	identified	earlier.		As	noted	above,	this	was	not	unexpected	when	content	knowledge	typically	unpacks	the	detail	of	curricula.			The	literacy	content	
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knowledge	items	are	illustrative	of	the	curriculum	areas	–	it	would	be	unrealistic	for	a	course	guide	to	present	content	for	an	entire	syllabus,	but	there	is	sufficient	literacy	content	knowledge	to	indicate	the	range	and	level	of	detail	provided	to	teacher	trainees	in	the	course.			The	literacy	content	knowledge	is	both	typical	and	atypical	from	a	21st	century	perspective.		For	example,	reading	knowledge	focuses	on	process	and	function	as	well	as	modes	of	silent	and	oral	reading	(Education	–Method	in	English	First	Year).		However,	text	decoding	skills	such	as	phonics,	which	in	21st	century	are	a	core	of	literacy	reading	content	knowledge	for	teachers,	are	not	addressed	as	part	of	reading	but	are	addressed	within	knowledge	of	oral	language	and	the	study	of	phonetics	(Phonetics	First	Year;		
Phonetics	-	examination	Year	2).			Further,	in	the	1917	program,	reading	is	aligned	with	prescribed,	correct	performance	of	speaking	and	reading	aloud,	irrespective	of	making	meaning,	comprehension,	or	higher	order	thinking	common	to	21st	century	approaches.		The	literacy	content	knowledge	relating	to	“hygiene	of	reading...[and]	breathing	exercises”	(Education	–Method	in	English	
First	Year)	is	not	elaborated	in	the	course	documents,	and	for	this	study,	remains	an	interesting	curiosity	perhaps	worthy	of	future	study.	Depth	and	detail	for	literacy	content	knowledge	was	sometimes	difficult	to	determine	in	the	data.		For	example,	evidence	of	grammar	knowledge	revealed	in	the	data	was	comprehensive	in	a	broad	sense	-	“grammar	to	be	learnt	through	and	by	means	of	language…the	idea	of	function	to	be	fundamental	in	the	teaching	of	grammar”	(Education	–Method	in	English.	First	Year,).		Precisely	how	detailed	was	the	provision	of	literacy	content	knowledge	in	the	teaching	of	grammar	could	be	gleaned	only	from	examples	chosen	for	testing	in	the	examination	paper,	which	stated	“comparative	and	superlative	form	of	adjectives…the	use	of	
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“will”	and	“shall”…	accidence	(of	noun,	pronoun,	or	verb)”	(English	Method	1	Year	
1).		Certainly,	it	points	to	a	very	technical	level	of	knowledge,	such	as,	accidence	(the	morphology	of	inflection	through	internal	modification	or	affixation).	This	illustration	represents	a	very	small	amount	of	the	traditional	grammar	in	common	use	in	the	early	20th	century,	and	it	is	impossible	to	determine	the	scope	of	content	and	how	much	was	actually	taught.			It	is	possible	that	this	literacy	content	knowledge	(grammar)	was	really	to	extend	teachers’	personal	knowledge	of	English	language	and	how	it	worked.		To	an	extent,	this	possibility	is	supported	by	the	knowledge	of	grammar	in	the	entry	examination	for	applicants.		It	includes	grammar	knowledge	that	trainees	were	expected	to	demonstrate,	including	“Accidence.	Parsing.		Analysis	of	sentences	into	classes,	subjects	and	predicates”	(Entrance	to	Course	examination).		Thus,	drawing	from	what	trainee	teachers	were	expected	to	know	on	entry	and,	presumably,	develop	further	in	the	English	courses,	the	teacher	education	program	provided	considerable	literacy	content	knowledge,	not	just	for	grammar,	but	that	alone	was	complex,	detailed	and	demanding	knowledge.	The	literacy	content	knowledge	for	the	Literature	strand	was	minimal	in	comparison	with	Language.		The	data	reveal	activities	and	the	approach	to	teaching	literature	in	primary	schools,	rather	than	detailed	content	knowledge	relating	to	the	types	or	particular	items	of	literature	to	be	taught	(Table	13	below).		Further,	knowledge	about	literature	has	not	been	embedded	explicitly	in	the	teaching	of	reading.		Rather,	it	has	been	isolated	from	reading	with	more	frequent	alignments	in	the	courses	with	oral	language	(English	Method	2,	examination;	Demonstration	Lessons	Second	Year	Course).	
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Table	13	Evidence	representing	literacy	content	knowledge	for	the	literature	strand	for	subject	English	–	Illustrative	examples	
Literature	strand	-	Literacy	content	knowledge	
Write	an	imaginary	conversation;	Oral	composition	Narrate…a	story	calculated	to	inspire…brotherhood…interest	in	animals…noble	deeds…nursery	rhymes…origin…interest…treatment	for	Kindergarten	Narration	of	Story;	Picture	Talk;	Oral	Composition,	based	upon	story	or	poem.	Treatment	of	a	Scene	or	Passage	from	Shakespeare	The	Lesson	in	Appreciation:	Lessons	[Essay?]	on	the	Appreciation	of	Beauty	(Hayward,	1915)	music,	art,	literature	Shakespeare;	Golden	Treasury	of	the	Best	Songs	and	Lyrics	in	the	English	Language	Selected	Short	Stories	of	the	XIX	Century	(Walker,	1914)	Golden	Treasury	of	the	Best	Songs	and	Lyrics	in	the	English	Language	
Source	documents	Examination	English	Method	2.	[docs	22b,	22c]		Demonstration	Lessons	Second	Year	Course.	[doc.	10]	Text	Books	1917:	First-Year	Courses.	Education,	English	[doc.	1];	Second	Year	Courses.	Writing	of	English,	Civics.	[doc.	18]		Table	13	shows	three	aspects	of	literacy	content	knowledge	relating	to	literature	provided	to	teacher	trainees.		First,	reading	is	undertaken	in	a	predominantly	oral	mode	and	realised	in	reading	aloud	and	allied	activities,	such	as	“narration	of	story,	picture	talk	and	oral	composition”	(examination	English	
Method	2).	Second,	the	approach	to	teaching	reading	is	about	reading	texts	and	listening	to	them	being	read	for	their	own	sakes,	and	not	for	comprehension	skill	
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development,	engaging	through	creativity	or	innovative	ways	for	making	meaning	as	understood	in	current	education	curricula.		The	works	of	literature	–stories,	songs,	lyrics,	poems,	passages	from	Shakespeare,	and	nursery	rhymes	–	are	the	basis	of	literacy	content	knowledge	(English	Method	2,	Demonstration	
Lessons	Second	Year	Courses,	Textbooks	Second	Year	Courses).			They	are	also	the	vehicle	for	oral	language	which	is	used	to	springboard	spoken	language	development	and	what	might	be	construed	as	an	oral	story-telling	tradition	to	inspire	children	“calculated	to	inspire…brotherhood…interest	in	animals…noble	deeds”	(English	Method	2	examination).	Third,	central	to	the	study	of	literature	is	knowledge	of	quality	indicated	in	the	course	documents	as	“appreciation”,	in	turn	variously	unpacked	as	“beauty…	aesthetic…[and]	literary	taste”	(English	Year	2	Demonstration	Lessons;	
English	Year	1,	Literature;	Text	Books	for	1917).		This	knowledge	is	related	to	various	areas	of	the	arts	and	supported	by	resources	such	as	the	prescribed	first	year	textbook,	Hayward’s	(1915)	An	Appreciation	of	Beauty	(music,	art,	
literature).		The	context	in	the	course	documents	invariably	relates	to	literature.		In	the	data,	the	notion	of	quality	literature	is	frequently	highlighted.		Quality	is	collocated	with	prescribed	great	and	model	works	of	literature,	as	in	textbook	lists	such	as	Walker’s	(1914)	Selected	Short	Stories	of	the	XIX	Century,	Golden	Treasury’s	Best	Songs	and	Lyrics	in	the	English	Language,	and	works	of	Shakespeare.		Literacy	content	knowledge	in	relation	to	quality	literature	appears	to	have	drawn	on	the	social	status	of	great	literature.		No	reference	is	made	in	the	data	to	literature	specifically	written	for	children.		This	contrasts	starkly	with	current	ideas	of	teaching	reading	through	the	use	of	children’s	literature	where	the	notion	of	quality	points	to	features	such	as	rich	words	and	
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images,	intellectual	challenge,	real-world	language,	artistic	representations	(Simpson,	2010).	In	summary,	these	three	aspects	of	knowledge	of	literature	are	not	discrete	items	of	literacy	content	knowledge	that	can	be	taught,	as	in	facts	and	theories.		However,	they	did	encompass	generalised	knowledge	about	the	literature	that	teachers	were	expected	to	teach	children	in	1917.		These	aspects	of	literature	were	the	basis	of	a	significant	provision	of	literacy	content	knowledge	for	trainee	teachers.	
Findings:	Literacy	pedagogical	content	knowledge	Literacy	pedagogical	content	knowledge	for	the	purposes	of	this	study	was	established	in	the	literature	review	as	knowledge	of	pedagogical	practices	that	enables	teaching	and	learning	of	literacy	content	in	curriculum.		A	typical	approach	to	pedagogy	in	Australian	education	views	pedagogy	fundamentally,	as	the	principles	and	practices	of	teaching	(Breen,	2001).		Broader	understandings	see	it	inextricably	interwoven	with	content	knowledge	since,	as	Bernstein(1990)	emphasises,	teaching	is	shaped	by	the	different	structures	of	subject	knowledge;	knowledge	in	schooling	generates	pedagogical	practice.		Shulman’s	(1987)	conceptualisation	of	pedagogical	content	knowledge	–	his	PCK	–	also	singled	out	this	relationship	as	“…that	special	amalgam	of	content	and	pedagogy"	(p.	8).		Shulman	explained	his	conceptualisation	of	pedagogical	content	knowledge	as	“an	understanding	of	how	particular	topics,	problems,	or	issues	are	organised,	represented,	and	adapted	to	the	diverse	interests	and	abilities	of	learners,	and	presented	for	instruction”	(p.	8).		It	comprised,	for	example,	knowledge	of	how	students	do	or	do	not	understand	a	subject	or	topic,	knowledge	of	assessment,	and	knowledge	of	teaching	strategies	and	approaches.		
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The	term	pedagogy	was	not	used	at	all	in	the	1917	calendar	documents	relating	to	English,	or	education	in	general.		The	term	does	not	appear	to	have	had	currency	in	discourse	surrounding	NSW	school	education	in	the	early	part	of	the	20th	Century,	but	became	commonplace	in	the	late	1990s	(Gore,	2001).		This	parallels	the	absence	of	the	term	literacy	in	educational	discourse	until	the	late	1980s	(Christie	&	Macken-Horarik,	2011),	as	discussed	in	Chapter	2:	Defining	Literacy.		The	emergence	of	the	term	pedagogy	and	its	widespread	use	in	contemporary	education	is	due	in	part	to	research	such	as	Shulman’s	ongoing	attention	to	the	notion,	and	its	uptake	within	ITE.	The	initial	reading	examined	the	data	documents	for	proxies	of	pedagogy	as	evidence	of	the	provision	of	literacy	pedagogical	content	knowledge.		A	range	of	terms	was	identified	that	accorded	with	the	principles	and	practices	view	of	pedagogy,	together	with	Bernstein’s	and	Shulman’s	understandings.		For	example,	procedure	was	the	term	initially	used	in	the	documents	to	indicate	an	enactment	of	pedagogy.		The	outline	of	courses	for	Education	(First	Year	Course)	identified	“study	of	procedure	of	class	teaching…current	procedure	in	teaching	English…teaching	procedure	currently	adopted”	as	the	main	focus	of	study.		The	most	common	term	found	in	the	documents	was	method,	used	as	the	title	of	a	course	about	the	teaching	of	primary	school	English	and	possibly	the	closest	equivalent	in	usage	to	pedagogy	in	21st	century	education.		Teacher	trainees	studied	methods	for	literacy	teaching	in	content	areas,	such	as	stories,	assessment	of	written	work,	domains	of	literature.		Method	was	also	was	a	classifying	term	for	various,	more	specific	ways	of	teaching,	covering	lessons,	sequences	of	lessons,	exercises,	inductive	processes,	experiments,	treatments,	drills,	practices,	principles,	modelling,	and	questioning.		
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The	terms	selected	as	indicators	of	literacy	pedagogical	content	knowledge	are	listed	in	Table	14,	along	with	illustrations	of	contextual	use	taken	directly	from	the	documents.		The	term	method,	along	with	other	enactment	terms	such	as	procedure,	dominated	the	historical	program	discourse	on	learning	how	to	teach	effectively.	Such	terms	align	with	pedagogy	as	practices;	modelled,	observed	and	implemented	on	a	daily	basis.		Pedagogy,	in	contrast,	aligns	more	with	pedagogy	as	principles	representing	current	theoretical	discourse	in	ITE,	something	more	abstract	and	conceptual	to	which	teachers	bring	their	professional	judgment	for	designing	effective	teaching	and	learning	engagements.	Coding	the	data	according	to	these	terms,	evidence	of	the	provision	of	literacy	pedagogical	content	knowledge	was	found	in	14	different	historical	program	documents.		These	documents	included	course	information	and	requirements,	course	descriptions,	textbook	lists	and	examination	papers.		They	covered	subject	areas	for	English,	phonetics,	composition,	applied	art	and	history	courses,	and	demonstration	lessons.		Table	14	lists	the	documents	(documents	column).		These	documents	revealed,	for	example,	that	teacher	trainees	were	introduced	to	teaching	approaches	to	a	subject	area	such	as	“grammar	to	be	learnt	through	and	by	means	of	language”;	teaching	structures	such	as	“procedure	in	the	reading	lesson…the	method	of	handling	a	story”;	and	methods	of	assessment	such	as	“correction	of	errors	in	composition	exercises”	(Education	
–	Method	in	English.	First	Year	-	Reading,	Composition).	The	program’s	Language	and	Literature	strands	revealed	more	extensive	and	detailed	literacy	pedagogical	content	knowledge	than	literacy	curriculum	and	literacy	content	knowledge.		For	my	analysis,	the	program	strands	of	
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language	and	literature	are	considered	as	one,	since	the	primary	focus	is	on	identification	of	provision	of	literacy	pedagogical	content	knowledge	(literacy	content	knowledge	was	addressed	in	the	previous	section).		The	further,	second	reading	of	the	data	revealed	overlap	in	the	ways	pedagogy	was	enacted	for	literature	and	language,	with	no	especially	distinctive	pedagogical	approaches	or	practices	for	either	strand;	the	exception	was	the	notion	of	treatment	for	literature,	which	is	addressed	separately	below.	
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Table	14	Evidence	representing	literacy	pedagogical	content	knowledge	organised	by	indicators	of	proxies	of	pedagogy	–	Illustrative	examples	
Proxies	of	
pedagogy		
Examples	of	evidence	representing	literacy	pedagogical	content	knowledge		
Procedure	 procedure	in	the	reading	lesson	
Method	 method	of	handling	the	story;	History	–	Method.	A	Picture	Book	of	British	History	(Roberts,	1914)	
Lesson	 Language	Lessons;	Oral	Composition,	based	upon	story	or	poem;	Reading	Lessons;	Supplementary	Reading	Lessons	–	a	novel	
Sequence	 sequence	of	work	
Exercise	 formal	exercise	in	sentence-making	
Inductive	process	 grammar	to	be	learnt	through	and	by	means	of	language;	inductive	process	
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Experiments	 experiments	on	teaching	spelling		
Treatment	 outline	your	treatment	of…a	story,	a	talk,	and	a	picture		
Drill	 Phonetics;	Daily	drill	in	sounds	which	differ	in	the	speech	of	students	from	those	standard	English	
Practice	 Primer	of	Teaching	Practice	(Green	&	Birchenough,	1912)	
Principles	 Principles	and	Methods	of	Teaching.	(Welton	1909)	
Model	 relation	of	literature	to	composition	as	providing	good	models	and	material	
Questioning	 questions;	form	of	question,	their	distribution,	kind	of	answers	accepted,	use	made	of	the	answers,	purpose	the	questions.	
Blackboard	scheme	 the	blackboard	scheme;	the	size	of	the	writing;	kind	of	sketches	
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Source	documents	
Outline	Of	Courses.	Education.	First	Year	Course.	[doc.	4]	English	First	Year	Course.	[doc.	8];	English.	Second	Year	Course.	[docs	9,	10];	Method	in	English.	First	Year	-	Reading,	Literature,	Spelling,	Word	Building.	Composition,	Grammar.	[docs	5,	6];	examination	1	Method	-	in	English	1	Year	1.	[doc.	22a];	examination	2	English	-	Method.	[docs	22b,	22c]	Phonetics	First	Year	Course.	[docs	7,	8]	Demonstration	Lessons	Requirements.	[doc.	37a,	37b];	Demonstration	Lessons	Second	Year	Course.	[doc.	10]	Text	Books	for	1917.	First-Year	Courses.	Education,	English	[doc.	14];	Composition,	History	Method,	Applied	Art.	[doc.	16]	History,	First	Year.	[doc.	12];	Drawing	and	Applied	Art	Y1.	[doc.	13]	examination	1	Nature	Study	-	Method.	[doc.	34]	.
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The	significant	feature	in	the	data	was	the	scope	of	knowledge	provided	for	teacher	trainees	in	terms	of	representations	of	what	constituted	pedagogy	in	relation	to	literacy,	and	the	degree	to	which	this	knowledge	sets	out	prescribed,	acceptable	enactments	of	pedagogy.		Literacy	pedagogical	content	knowledge	was	provided	in	a	pragmatic	manner.		The	terminology	reflected	a	focus	on	prescribed,	correct	approaches	such	as	the	“inductive	language	lesson”	and	“inductive”	teaching	of	grammar,	valued	principles	such	as	“good	models”	for	selection	of	literature	(Education	–	Method	in	English);	and	a	plethora	of		(then)	current,	prescribed	strategies	such	as	“daily	drill	in	speech	sounds	which	differ	in	the	speech	of	students	from	those	standard	English”	(Phonetics		First	Year	
Course).			The	prevailing	notion	of	literacy	pedagogy	in	the	course	documents	was	pedagogy	as	teaching	method.		Method	was	elaborated	most	frequently	through	the	documents	as	procedures,	practices	and	processes	following	correct	principles;	methodical,	systemic,	step-by-step	ways	for	the	teaching	and	learning	of	English	literacy.		This	notion	was	foregrounded	explicitly	in	the	choice	of	English	and	Education	course	text	books:	Green’s	&	Birchenough’s	(1912)	Primer	
of	Teaching	Practice	and	Welton’s	(1909)	Principles	and	Methods	of	Teaching,	(Text	Books.	First-Year	Courses.	Education,	English).		Further,	knowledge	of	literacy	pedagogy	as	correct	method,	procedure,	practice	and	process	was	reinforced	in	the	demonstration	lessons.		These	lessons	by	government-appointed	teachers	in	model	schools	represented	an	apprenticeship	or	expert-novice	approach	to	the	provision	of	literacy	pedagogical	content	knowledge	(Demonstration	Lessons	Requirements).		
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The	literacy	pedagogical	content	knowledge	reflects	an	adherence	to	formality,	structure	and	protocol	surrounding	literacy	teaching.		The	dominating	teaching	practices	were	formal	lessons,	sequences	of	work	and	schemes	of	work	(Education	–Method	in	English.	First	Year	-	Reading,	Literature,	Spelling,	Word	
Building;	Composition,	Grammar;	Demonstration	Lessons	Requirements).	Literacy	pedagogical	content	knowledge	was	generalised,	with	little	variation,	for	all	aspects	of	the	Language	strand	of	the	state’s	curriculum,	such	as	spelling,	reading,	oral	composition.		The	same	literacy	pedagogy	content	knowledge	was	also	applied	to	other	school	subjects,	such	as	history.		For	example,	the	application	of	“picture	talk”		(Demonstration	Lessons	Second	Year	
Course)	utilised	the	required	resource	Robert’s	(1914)	A	Picture	Book	of	British	
History	(First	Year	Courses.	Composition,	History	Method,	Applied	Art).	The	evidence	of	literacy	pedagogical	content	knowledge	revealed	two	variations	of	pedagogical	structures	that	are	significant	in	relation	to	21st	entury	practices.	First,	in	the	Literature	strand	there	was	frequent	reference	to	“treatment”	of	different	forms	of	literature	(examination	English	Method	2;	
Demonstration	Lessons	Second	Year	Course;	Education	–	Method	in	English.	First	
Year	–	Literature).		Literature	artefacts	such	as	poems,	plays,	stories,	scenes,	and	passages	from	Shakespeare	were	to	be	considered	in	a	manner	more	formal	than	current	21st	century	practices	of	including	literature	as	part	of	wide-ranging	resource	items	for	reading	where	teachers	determine	how	best	to	use	them.		The	literacy	pedagogy	content	knowledge	for	learning	the	planned	and	acceptable	formal	treatments	of	literature	was	provided	in	various	ways,	through	the	
Education	–	Method	in	English	course,	modelled	in	demonstration	lessons	and	assessed	in	final	examinations.	
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The	second	variation	related	to	literacy	pedagogical	content	knowledge	for	the	teaching	of	grammar.		Teacher	trainees	were	explicitly	instructed	to	employ	an	inductive	approach	with	language	use	as	the	context	for	teaching	and	learning	"grammar	to	be	learnt	through	and	by	means	of	language:	inductive	process”	(Education	–Method	in	English.	First	Year	–	Grammar).		Trainees	were	examined	on	their	ability	to	demonstrate	this	approach.	“Make	notes	for	a	language	lesson	(inductive)	on…(a)	the	use	of	comparative	and	superlative	adjectives	(a	first	lesson);	(b)	the	use	of	‘will’	and	‘shall.’”	(examination	English	
Method	1	Year	1).		The	recommended	inductive	approach	of	looking	at	instances	of	language	used	to	reach	grammatical	understandings	resembled	current	approaches	of	looking	at	grammatical	meanings	in	language	(texts),	then	proceeding	to	grammatical	forms	for	making	those	meanings,	as	illustrated	in	ITE	textbooks	such	as	Derewianka	(2011),	and	Derewianka	and	Jones	(2012).	However,	while	there	was	some	room	for	inductive	learning,	teacher-directed	and	teacher-transmitted	pedagogical	knowledge	dominated	the	data.		There	was	a	consistent	emphasis	on	teachers’	oral	skills	for	the	transmission	and	assessment	of	knowledge,	supported	by	content	courses	in	English	(English	First	
Year,	English	Second	Year)	and	other	curriculum	areas	(Nature	Study	First	Year)	and	history	(History,	First	Year).		This	oral/verbal-based	pedagogy	was	strongly	supported	with	provision	of	pedagogical	knowledge	about	questioning	skills	as	a	means	of	eliciting	information	from	pupils,	and	assessing	their	acquired	knowledge.		For	example,	it	was	compulsory	for	teacher	trainees	to	attend	demonstration	lessons	where	they	were	to	give	attention	to	“The	Questions:	Form	of	question,	their	distribution,	kind	of	answers	accepted,	use	made	of	the	answers,	purpose	the	questions.”	(Demonstration	Lessons	Requirement).	
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There	was	evidence	in	the	data	of	how	dominant	the	blackboard	had	become	in	teaching	and	teacher	education	as	a	transmissive	mode	of	communication.	Provision	of	explicit	knowledge	was	made	in	the	demonstration	lessons	as	well	as	art	and	design	courses	relating	to	trainee	teachers	mastering	handwriting,	drawing	and	layout	on	the	blackboard,	referred	to	as	“the	blackboard	scheme”	(Demonstration	Lessons	Requirements).		Handwriting	itself	was	assessed	in	the	formal	Examination	for	Entrance	to	the	teacher	training	course.		The	formality	surrounding	the	preparation	of	the	blackboard	by	the	teacher	for	the	day’s	teaching	and	learning	suggests	that	along	with	other	methods,	processes	and	practices,	the	blackboard	was	conceptualised	as	an	inscribed	form	of	pedagogy,	a	means	by	which	knowledge	was	transmitted	and	teaching	took	place.		Trainees	attended	demonstration	lessons	where	exemplary	blackboard	layout	was	modelled,	and	trainees	undertook	lessons	to	develop	high	standards	of	blackboard	handwriting	and	drawing:	“The	use	of	the	blackboard;	the	blackboard	scheme;	the	size	of	the	writing;	kind	of	sketches”	(Demonstration	
Lessons	Requirements).		Further	knowledge	was	provided	in	the	program’s	art	course	that	adds	to	the	emphasis	on	approved	displays	of	knowledge:	“Blackboard	drawing,	writing,	figuring:	Surface	description,	perspective,	and	light	and	shade.	Drawings	will	be	made	in	pencil	or	crayon,	and	afterwards	will	be	drawn	on	the	blackboard	from	memory.	Practice	will	begin	in	blackboard	writing	and	figuring,	and	in	the	arrangement	of	work	on	the	board.”		(Drawing	and	Applied	Art	Y1).	To	reinforce	the	importance	of	the	blackboard	scheme	and	substantiate	its	role	as	pedagogical	tool,	teacher	trainees’	blackboard	knowledge	and	skills	
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were	assessed	by	formal	examination.		For	example,	“Question	2:-	Memory	drawing	on	blackboard.		Draw	on	the	board	the	object	allowed	for	one	minute’s	observation”	(examination,	Drawing	Y1).	The	role	of	the	textbooks	in	provision	of	literacy	pedagogy	content	knowledge	was	significant	in	supporting	the	inculcation	of	approved	knowledge	and	practices.		Teacher	Trainees	were	expected	to	refer	to	texts	that	explicitly	reinforced	the	prevailing	notion	of	pedagogy	as	method	and	practice	adhering	to	set	principles:	Welton’s	(1909)	Practice	in	reading	and	speaking,	Green	and	Birchenough’s	(1912)	Primer	of	Teaching	Practice,	Hayward,	(1915)	The	Lesson	in	Appreciation,	(Text	Books.	First-Year	Courses.	Education,	English).			
Findings:	Personal	literacy	knowledge	Provision	of	personal	literacy	knowledge	in	teacher	education	was	determined	in	the	literature	review	to	be	related	directly	to	purpose.		The	review	also	noted	the	typical	feature	of	overlap	with	various	categories	of	teachers’	professional	knowledge.		Thus,	it	was	further	established	that	the	factor	differentiating	personal	literacy	knowledge	was	the	purpose	of	its	provision,	and	that	there	would	be	overlap	with	the	constituents	of	other	literacy	knowledges,	curriculum,	content	and	pedagogical	content.		The	purpose	of	providing	literacy	curriculum	knowledge	was	to	make	clear	the	knowledge	of	prescribed	literacy	programs	and	materials	addressing	aspects	of	scope	and	sequence,	strands	and	staging	for	various	class	levels.		For	literacy	content	knowledge,	purpose	was	about	unpacking	curriculum	and	syllabus	documents	to	make	clear	the	subject	or	discipline	matter	at	both	broad	and	discrete	levels.		For	literacy	pedagogical	content	knowledge,	purpose	concerned	principles	and	practices	of	teaching	and	learning	that	would	best	implement	the	curriculum.			Against	those	purposes,	
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personal	literacy	knowledge	is	included	in	a	teacher	education	program	with	the	sole	purpose	of	developing	pre-service	teachers’	own	literacy	knowledge,	enabling	them	to	function	academically	and	be	seen	as	literate	professionals	in	the	workplace.		The	government	mandate	(Australian	Institute	for	Teaching	and	School	Leadership	(AITSL),	2014b)	on	personal	literacy	knowledge	sought	to	establish	teacher’s	personal	literacy	within	ITE	first,	rather	than	at	the	point	of	accreditation	or	within	the	workplace.		The	rationale	focused	on	enabling	successful	tertiary	studies	of	subject	content,	curricula	and	pedagogy	within	an	academic	context.		Second,	it	was	to	enable	graduate	teachers	to	become	increasingly	competent	in	the	workplace,	initially	in	professional	experience	(practicum)	and	thereafter	in	employment	in	schools	undertaking	the	requisite	teaching	duties	such	as	engaging	with	staff,	allied	professionals,	parents,	and	taking	on	further	learning.		Thus,	the	fundamental	notion	of	‘purpose’	became	the	indicator	for	identifying	personal	literacy	knowledge	in	both	the	historical	and	current	program	data.	From	the	initial	reading	of	the	historical	program,	a	prodigious	amount	of	evidence	of	the	provision	of	personal	literacy	knowledge	for	the	purpose	identified	above	was	found	in	16	different	program	documents.		The	evidence	represented	more	substantial	provisions	of	this	literacy	knowledge	category	compared	to	the	other	three	knowledge	areas.		Source	documents	included	the	course	entrance	examination;	course	outlines	for	English,	Phonetics,	Drawing	and	Applied	Art,	Composition,	History,	and	History	of	Education;	examinations	in	English,	Rhetoric,	Illustration,	Nature	Study	Method;	the	Demonstration	Lessons	documents;	and	related	text-book	lists.		These	evidence	and	source	documents	are	listed	below,	in	Table	15.	
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The	evidence	appeared	to	serve	a	broad	enabling	purpose	of	building	up	the	scope	and	depth	of	trainees’	literature	background	and	language	capacity	at	adult	levels	of	understanding	and	difficulty.		The	provisions	showed	a	clear-cut	distinction	between	personal	knowledge	about	literature,	and	personal	knowledge	about	language.		For	example,	an	entire	course,	English	First	Year	
Course	was	based	on	the	study	of	literature	from	19th	century	novels,	dramas,	poetry,	and	commentaries.		The	extensive	reading	list	for	trainees	illustrated	that	the	study	of	literature	was	for	trainees’	personal	development:	“Byron,	Childe	of	Harold’s	Pilgrimage;	Bronte,	Jane	Eyre;	Hardy,	Trumpet	Major;	The	Drama	–	Special	study	of	Shakespeare”;	modern	literary	dramatists	Yeats,	Synge	and	G.	B.	Shaw”	(English	Second	Year).		So	too	did	the	classroom	engagements	for	literature:	“Lectures	and	discussion:	influence	of	contemporary	literature…Assessed:	literary	taste	and	appreciation,	range	of	reading,	and	power	of	expression	of	individual	students”.	In	contrast,	Rhetoric	Year	1	was	a	language	study	course	in	sentence	correction,	assessed	by	examination:	“Q1.	Correct	the	following	sentences,	naming	the	error	or	defect	involved”.		This	alignment	of	provision	with	literature	and	language	was	expected,	since	earlier	findings	in	relation	to	literacy	curriculum	knowledge	found	that	literature	and	language	were	the	foundational	strands	of	the	primary	school	English	curriculum	circa	1917.		This	finding	on	its	own	was	sufficiently	revealing	to	suggest	a	repeated,	closer	reading	of	the	data	in	relation	to	more	intentional	ideas	of	purpose.	The	notion	of	purpose	as	developing	trainees’	own	literacy	for	study	and	teaching	contexts	was	an	effective	indicator	in	the	initial	reading.		In	some	cases,	the	use	of	pronouns	such	as	you,	your,	and	the	terms	independent,	independently	
		 218	
indicated	that	a	course	or	part	of	a	course	was	directly	targeting	trainees'	literacy	development.		For	example,	English	First	Year	noted	that	literature	trainees	were	reading	“independently”	and	the	examination	referred	to	individual’s	experience	in	the	course:	“you	have	studied…your	preference…(what)	interested	you	most”	(examination	English	Y1).		Similarly,	in	the	English	Second	Year	course,	trainees	worked	“independently”	and	the	examination	required	self-analysis	of	their	participation	and	acquired	knowledge	-	“which	gave	you	most	pleasure?		Discuss	the	sources	of	your	enjoyment.		If	you	find	it	difficult…which	afforded	you	pleasure…your	own	individual	preference...Discuss…in	the	light	of	your	acquaintance	with	Pitt’s	speeches	(examination	2,	English	Y2).	However,	difficulties	in	analysis	arose	where	there	was	content	overlap.			That	is,	it	was	not	always	made	explicit	whether	the	focus	on	the	provision	of	literacy	knowledge	was	for	school	pupils	or	for	teacher	trainees.		For	example,	the	Phonetics	First	Year	Course	addressed	in	depth	the	correct	articulation	of	consonants	and	vowel,	“…	study	of	English	vowels	and	consonants	and	exercises	in	them…drill	in	sounds	which	differ	in	the	speech	of	students	from	those	standard	English	to	the	extent	of	rendering	it	careless	or	‘uneducated’”.		However,	this	knowledge	was	also	part	of	literacy	curriculum	knowledge	whereby	school	pupils	acquired	Standard	English	speech.		My	governing	question	in	this	instance	was,	“If	this	to	be	learned	by	trainees,	does	it	serve	a	particular	purpose	of	shaping	them	as	literate	teachers?”		Trainee	teachers	were	expected	to	acquire	acceptable	Standard	English	speech	in	order	to	model	the	prescribed	accent	-	“What	sounds	in	your	own	speech	are	not	accepted	as	good	English	speech	sounds?		How	do	you	form	them,	and	how	should	they	be	
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formed?		What	method	have	you	adopted	to	improve	them?”	(examination	
Phonetics	Year	2).		Thus,	I	judged	the	study	of	vowels	and	consonants	in	
Phonetics	First	Year	as	constituting	personal	literacy	knowledge	for	teachers.	For	a	second	reading,	I	developed	further	subquestions	to	substantiate	decisions	such	as	the	one	above	that	focused	on	the	purpose	of	providing	literacy	knowledge	as	personal	knowledge	for	teachers.		This	process	of	elaborating	the	analysis	indicator	was	consistent	with	the	method	of	directed	content	analysis	(Hseih	&	Shannon,	2005)	that	I	chose	for	this	study.				The	further	questions	were:	
• Is	this	aspect	of	literacy	knowledge	provision	intended	for	school	pupils,	or	is	it	intended	for	adult	teacher-trainee	learners?	For	example,	“The	IPA	alphabet	will	be	used	for	clarity	and	clearness”	(Phonetics	First	Year	Course).	
• Is	this	knowledge	provided	to	shape	the	literate	teacher?	I	understood	shape	in	a	discursive	sense	whereby	teacher	training	provided	knowledge	and	language,	as	in	Gee’s		(1990,	2015)	notion	of	discourse	–	“language	in	use”	(p.	2).		Thus,	teachers	were	literate	in	ways	appropriate	for	the	times.		Further,	this	discursive	shaping	would	produce	teachers	who	represented	and	displayed	the	values	and	aspirations	of	the	times,	as	in	Gee’s	(2015)	identity:	capital	‘D’	Discourse	-	social	and	cultural	“alignments	and	allegiances	that	shape	them”	(p.	3).		For	example,	“The	course	aims	at	developing	literary	taste	and	appreciation…in	addition,	it	is	intended	to	interest	the	student	in	the	study	of	the	ideals	of	British	Patriotism,	the	consideration	of	customs	and	manners	as	indicative	of	the	life	in	each	period,	and	in	the	effects	of	environment	on	human	life	and	character”	(English.	Second	Year	Course).	
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• Is	this	knowledge	or	knowledge-based	attribute	(derived	from	literacy	or	other	domains)	something	that	the	literate	teacher	is	expected	to	display?		For	example,	“Any	one	of	the	above	[quotes	from	literature]	to	be	illustrated	in	the	style	considered	most	suitable.		Small	preliminary	sketches	to	be	made,	and	afterwards	given	in	with	the	larger	drawing”	(examination	
Illustration	Y1).		
• Is	this	aspect	provided	for	trainees	to	learn	the	content	of	their	school	curriculum	(awareness),	or	to	learn	to	enact	their	mastery	of	that	content	at	an	adult	level	(demonstration)?		For	example,	“Composition:	essays;	private,	official,	and	business	letter-writing”	(Standard	for	Examination	for	Entrance	
to	Short	Course.	–	English).	These	questions	made	possible	a	more	directed	third	reading	of	the	data	whereby	the	data	revealed	when	trainee	teachers’	personal	literacy	development	was	the	target	of	provision.		It	also	revealed	a	range	of	specific	purposes	for	provision	of	personal	literacy	knowledge.	Further,	it	offered	me	a	purposeful	organiser	for	the	evidence:	trainees’	studies	of	literature,	trainees’	literacy	self-improvement,	trainees’	studies	of	society	and	culture,	trainees’	demonstrations	of	literacy	knowledge.		The	evidence	is	presented	in	this	way	in	Table	15	below.			The	table	is	followed	by	a	brief	description	of	this	evidence.		
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Table	15	Evidence	representing	personal	literacy	knowledge	in	the	Historical	Program,	organised	according	to	purpose	-	Illustrative	examples	
Purpose	 Evidence	representing	personal	literacy	knowledge	
Trainees’	studies	of	literature	
-	Lectures	and	discussion:	influence	of	contemporary	literature;	Assessed:	literary	taste	and	appreciation,	range	of	reading,	and	power	of	expression	of	individual	students.	-	During	the	year,	you	have	studied	ballads,	dramas	and	novels.	Which	of	these	types	of	literature	interested	you	most?		Give	reasons	for	your	preference	to	support,	by	illustrations.	-	Byron,	Childe	of	Harold’s	Pilgrimage;	Bronte,	Jane	Eyre;	Hardy,	Trumpet	Major;	The	Drama	–	Special	study	of	Shakespeare”;		-	The	course	aims	at	developing	literary	taste	and	appreciation…in	addition,	it	is	intended	to	interest	the	student	in	the	study	of	the	ideals	of	British	Patriotism,	the	consideration	of	customs	and	manners	as	indicative	of	the	life	in	each	period,	and	in	the	effects	of	environment	on	human	life	and	character.	-…of	the	three	novels	studied	this	year,	which	gave	you	most	pleasure?		Discuss	the	sources	of	your	enjoyment…base	your	answer	on	your	own	individual	preference;	not	on	general	criticism.	-	Discuss	[two	comments	about	Pitt’s	speeches]	in	the	light	of	your	acquaintance	with	Pitt’s	speeches.	-	Practice	in	reading	and	speaking.	-	The	IPA	alphabet	will	be	used	for	clarity	and	clearness.	-	Odyssey	of	Homer	–	Done	into	English	Prose	(Butcher	and	Lang,	1906).	-	Orations	on	the	French	War	to	the	Peace	of	Amiens	(Pitt,	1906).	Trainees’	literacy	self-
-	What	sounds	in	your	own	speech	are	not	accepted	as	good	English	speech	sounds?		How	do	you	form	them,	and	how	should	they	be	formed?		What	method	have	you	adopted	to	improve	them?	
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improve-ment			
-	Study	of	English	vowels	and	consonants	and	exercises	in	them.	-	Drill	in	sounds	which	differ	in	the	speech	of	students	from	those	standard	English	to	the	extent	of	rendering	it	careless	or	“uneducated”.	Trainees’	studies	of	society	and	culture		
-	Q4.	Explain	the	following	sayings	of	Aristotle:	(a)	leisure	is	better	than	business”;	(b)	“To	be	always	seeking	after	the	useful	does	not	become	[illegible]	and	exalted	souls.”	-	Problem	of	the	Commonwealth	(…rtis	[illegible]).	-	The	Lesson	in	Appreciation:	An	essay	on	the	pedagogies	of	beauty.	(Hayward,	1915)	music,	art,	literature.	
Trainees’	demonstra-tions	of	literacy	knowledge			
-	Q1	Correct	the	following	sentences,	naming	the	error	or	defect	involved	-	Subject:	(a)	“Dandelion	Clock.”	(b)	“The	Owl	and	the	Pussy	Cat.”	(c)	“The	May	Pole.”	(d)	“Robin	Hood	encounters	the	King	in	the	Forest.”	…any	one	of	the	above	to	be	illustrated	in	the	style	considered	most	suitable.		Small	preliminary	sketches	to	be	made,	and	afterwards	given	in	with	the	larger	drawing.	-	Composition:	Essay;	private,	official,	and	business	letter-writing;	explanation	of	quoted	passages.	-	Explain	the	following	sayings	of	Aristotle…		
Source	documents	
English	First	Year	Course	[doc.	8];	examination	English	Y1	[doc.	21a,	21b]	English	Second	Year	Course	[docs	9,	10];	examination	2	English	Y2	[doc.	25]	Phonetics	First	Year	Course	[docs	7,	8];	examination	Phonetics	Y2	[doc.	27]	Drawing	and	Applied	Art	Y1	[doc.	13];	examination	Illustration	Y1	[doc.	33]	examination	Rhetoric	Y1	[doc.	26a,	26b,	26c]	examination	History	of	Education	Second	Year	[doc.	30]	examination	1	Nature	Study	-Method	[doc	34]	Education,	English,	History	[doc.	17];	Writing	of	English,	Civics	[doc.	18]	
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	Standard	for	Examination	for	Entrance	to	Short	Course	–	English	[doc.	19]	Text	Books:	Education,	English	[doc.	14]	Composition	[doc.	16].	
Studies	of	literature	provided	for	teacher	trainees’	personal	literacy	knowledge	premised	on	advanced,	adult	understanding;	the	advanced	nature	and	level	of	difficulty	of	the	literary	works	excluded	them	as	syllabus	teaching	and	learning	content	for	primary	pupils.			Theses	studies	related	to	curriculum	content	in	only	the	broadest	sense.			For	example,	the	most	substantial	evidence	was	the	two	English	courses	comprising	independent	studies	in	advanced	literature	analysis	and	criticism	(English	
First	Year	Course	and	English	Second	Year	Course).		These	courses	were	distinct	from	the	
Method	in	English	Year	One	course	that	addressed	the	content,	curriculum	and	pedagogy	for	primary	school.		A	scan	of	titles	in	the	course	textbook	lists	illustrates	the	demanding	intellectual	rigour	and	advanced	personal	reading	literacy	required	of	trainees,	for	example	“Trumpet	Major	(Hardy,	1880),	Selected	Essays	and	Letters	(Lamb,	Charles;	Guth	Keleb	Ed.,),	Poems	and	Plays	Vol.	II	(Browning,	1906),	Odyssey	of	Homer	–	Done	into	English	Prose	(Butcher	and	Lang,	1906),	King	Lear	(Shakespeare)”	(Text	Books	For	1917	-	First-Year	Courses).	Self-improvement	of	trainees’	own	literacy	was	an	explicit	provision	of	personal	literacy	knowledge,	evident	in	several	courses.		Typically,	this	literacy	knowledge	was	provided	to	assist	trainees	in	overcoming	specific	shortcomings	in	knowledge	or	knowledge-based	skills.	For	example,	trainees	were	required	to	learn	the	International	Phonetic	Alphabet	(IPA)	to	enable	accurate	vowel	and	consonant	pronunciation.			The	two-fold	purpose	of	the	study	was	to	enable	trainees	eventually	to	teach	their	pupils	correct,	prescribed	Standard	British	English,	“Drill	in	sounds	which	differ	in	the	speech	of	students	from	those	standard	English	to	the	extent	of	rendering	it	careless	or	‘uneducated’”	(Phonetics	First	Year	Course).		Second,	but	equally	important,	trainees	were	required	to	reflect	on,	and	correct,	any	shortcomings	in	their	own	everyday	speech.	“What	sounds	in	your	own	speech	are	not	accepted	as	good	English	speech	
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sounds?		How	do	you	form	them,	and	how	should	they	be	formed?		What	method	have	you	adopted	to	improve	them?”	(examination,	Phonetics	Year	Two).		Thus,	trainees	were	to	take	it	upon	themselves	to	ensure	that	as	future	teachers	they	could	speak	the	correct,	prescribed	British	English,	and	model	it	as	their	own.	Further	evidence	of	personal	literacy	knowledge	provided	for	self-improvement	related	to	essay	writing.		Essay	writing	was	not	indicated	in	the	teacher	training	program	as	being	part	of	the	primary	school	curriculum	(Method	in	English	Year	One),	and	therefore	this	provision	was	considered	to	benefit	trainees’	own	learning.		Further,	the	textbook,	First	Aid	to	Essay	Writing	(Meredith	Atkinson,	1913),	was	not	a	children’s	text,	and	was	listed	as	a	required	textbook	for	composition	course	(Text	Books	For	1917	
-	First-Year	Courses.	Composition).			The	course	in	Rhetoric	was	an	examinable	course	and	would	have	provided	support	for	the	trainees’	work	in	essay	writing.		It	focused	on	concepts	of	accurate	sentence	construction	and	vocabulary,	including	etymology.		These	concepts	were	also	evident	in	the	program	as	teaching	and	learning	material	for	primary	pupils;	but	in	the	Rhetoric	course,	the	focus	was	at	an	advanced	level,	explaining	“error,	defect	and	ambiguities…roots	of,	and	images	contained	in…tenacious,	ardent…	synonym	difference	in	meaning…manifolded,	prodigious”	(examination,	
Rhetoric	Year	1).	Studies	of	society	and	culture	in	the	program,	such	as	History	of	Education,	were	analysed	as	supporting	personal	literacy	knowledge,	even	though	they	did	not	explicitly	address	aspects	of	literacy	or	relate	directly	to	subjects	in	the	primary	curriculum.		The	education	focus	was	historic,	and	would	possibly	be	considered	obscure	or	archaic	in	primary	ITE	in	the	21st	century.		For	example,	trainees	were	questioned	as	to	“Why	did	both	Plato	and	Aristotle	treat	education	as	a	branch	of	political	philosophy?”	(examination	History	of	Education).			These	studies	were	certainly	not	the	domain	of	the	
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1917	primary	school-room.		While	the	knowledge	being	tested	in	the	examination	was	not	language	or	literature	content	per	se,	and	not	directly	related	to	the	primary	curriculum,	in	terms	of	literacy	it	could	be	construed	as	enabling	trainees	to	present	themselves	as	literate.			Accordingly,	the	studies	of	society	and	culture	were	analysed	as	personal	literacy	knowledge.	They	contributed	to	trainees’	development,	in	the	sense	of	being	literate,	as	well	read,	displaying	extensive	knowledge,	expertise	and	credibility	to	fulfill	society’s	expectation	of	a	learned	and	articulate	teacher.		Further	evidence	of	studies	of	society	and	culture	contributing	to	personal	literacy	knowledge	was	found	in	courses.		Trainees	were	required	to	read,	understand	and	be	examined	on	matters	of	civics	-	English	law	and	political	institutions,	problems	of	war,	democracy	and	commonwealth	(Text	Books	Second	Year	Courses	-	Writing	of	
English,	Civics.	p.	85).		They	studied	the	art	and	thinking	of	the	European	Renaissance,	and	explored	taste,	appreciation	and	pedagogies	of	beauty	(Text	Books	For	1917	-	First-
Year	Courses	Applied	Art;	First-Year	Courses	Education,	English;	and	Second-Year	Courses	
Education,	English,	History).		Evidence	has	already	been	cited	in	this	chapter	about	the	importance	of	trainees	acquiring,	and	articulating	clearly,	the	knowledge,	values	and	attitudes	of	the	then	new	Australia	nation	that	was	part	of	Britain’s	formidable	global	empire.		In	my	analysis,	this	capacity	for	teacher	trainees	to	articulate	values	and	attitudes	presented	as	personal	literacy	knowledge.	Demonstrations	by	trainees	of	their	developing	literacy	skills	represented	another	provision	of	personal	literacy	knowledge.		Trainees	were	expected	to	achieve	and	demonstrate	mastery	of	a	range	of	literacy	skills	directly	related	to	the	school	curriculum,	principally	in	language	and	the	writing	of	a	range	of	specific	texts.		The	initial	evidence	of	such	demonstrations	was	revealed	in	the	program’s	Examination	for	
Entrance.		Trainees	were	tested	on	their	knowledge	and	skill	in	grammar	(accidence,	
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parsing,	sentence	analysis),	dictation	and	handwriting.			Within	the	program	itself,	examinations	for	the	Rhetoric	and	English	courses	referred	to	a	range	of	language	features	taught	in	the	courses:	sentence	construction,	word	origins,	imagery,	synonymy	and	foreign	elements	of	English	language	(examination,	Rhetoric	Y1).		The	content	and	level	of	difficulty	in	these	tests	were	well	beyond	the	capability	of	primary	school	pupils.		The	program	revealed	further	purposeful	provision	of	personal	literacy	knowledge	whereby	trainees	were	expected	to	demonstrate	mastery	of	a	range	of	written	texts.		These	were	texts	typical	of	the	primary	curriculum	and	directly	related	to	particular	subjects,		In	English	“Write	an	imaginary	conversation…,	[a]	pen	picture,	…character	sketches,	…scenes,	…episodes,	…	[narrative]	accounts”	(examination	English	Year	1);	in	Rhetoric	“Condense	the	following…,	Paraphrase	the	following…,	Describe…	(examination	Rhetoric	Year	1);	in	Nature	Study	“…a	full	description	of	the	frog…,	Describe	the	characteristics	of	a	wind-pollinated	flower…,	as	full	account	as	possible	of	the	feeding	of	plants…	(examination	Nature	Study	–	Method	Year	1);	The	provision	of	personal	literacy	knowledge	for	written	texts	has	a	striking	comparison	with	current	21st	century	teaching	of	cross-curricula	genres	and	texts-types,	and	warrants	attention	in	the	analysis	of	the	current	(ITE)	program.		The	program	included	a	visual	arts	course	for	trainee	teachers,	Drawing	and	
Applied	Art.	1.	Ordinary	Course	Year	1,	accompanied	by	the	assessment,	whereby	trainees	demonstrated	drawing	and	illustration	skills	-	examination	Illustration	Year	1.		The	drawing	course	focused	on	accuracy	in	drawing	objects	from	viewing	and	memory,	along	with	scene	construction	and	technical	aspects	of	perspective	and	placement.		The	place	of	illustration	and	working	with	images	became	an	established	feature	of	literacy	in	the	late	20th	century,	with	visual	literacy	as	a	strand	in	educational	curriculum	and	syllabi	in	Australia	(ACARA,	2013;	BOSTES,	2014).	In	contrast,	the	place	of	drawing	and	
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illustration	in	the	English	curriculum	of	1917	is	unknown,	and	no	explicit	connections	between	writing	and	images	were	made	in	the	historical	program	documents.		However,	an	implied	connection	is	made	with	the	Illustration	examination	requiring	trainees	to	illustrate	a	children’s	story	text	such	as	“Dandelion	Clock,	The	Owl	and	the	Pussy	Cat,	Robin	Hood…in	the	style	considered	most	suitable”	(examination,	Illustration	Year	1).		Additionally,	this	connection	was	made	with	the	emphasis	on	teachers’	mastery	of	drawing	as	a	component	of	the	daily	blackboard	scheme,	and	as	such,	an	important	pedagogical	practice	of	the	time.	
Summary	This	analysis	of	the	historical	data	has	shown	that	provision	of	Personal	Literacy	Knowledge	in	the	1917	teacher-training	program	was	substantial	and	extensive.		There	was	considerably	more	attention	given	to	the	provision	of	personal	literacy	knowledge	for	teacher	trainees	than	any	of	the	other	literacy	knowledges	categorised	according	to	my	conceptual	framework.		It	was	evident	from	the	attention	given	to	literature	alone,	that	the	program	was	purposefully	designed	to	provide	knowledge	for	the	discursive	positioning	of	a	particular	type	of	literate	teacher,	in	a	classical	sense	of	being	well	read	and	widely	read,	from	Plato	and	Aristotle	to	acceptable	modernists	Yeats	and	Shaw.		The	discourse	points	to	expectations	of	a	teacher	well	versed	in	the	knowledge,	values	and	attitudes	of	a	society	and	culture	triumphant	during	an	era	of	global	superiority,	gained	through	immersion	in	the	highest	forms	of	its	literature.	This	evidence,	together	with	the	evidence	demonstrating	the	lengths	to	which	the	program	went	to	provide	trainees	with	knowledge	of	social	and	cultural	values,	correct	forms	and	accent	in	speech,	and	prescribed	forms	of	writing	and	drawing,	highlight	the	issue	of	personal	literacy	knowledge	as	part	of	the	shaping	of	literate	identity	(Gee,	1995,	2006).		This	is	a	significant	issue	to	be	considered	in	the	chapter	
		 229	
that	follows	(Analysis	–	The	Current	Program)	and	to	be	discussed	in	Chapter	8:	
Discussion.		 	
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CHAPTER	7:	ANALYSIS	-	THE	CURRENT	PROGRAM	
Introduction	The	previous	chapter	shared	the	analysis	of	the	Historical	Program	data.		This	chapter	continues	the	analysis	by	addressing	the	Current	Program	data,	a	four-year	Initial	Teacher	Education	(ITE)	program	for	pre-service	teachers	seeking	the	Bachelor	of	Education	(Primary)	degree.		As	before,	the	goal	is	to	identify	and	classify	any	content	referring	to	features	of	literacy	knowledge	using	the	coding	analytic	presented	in	Chapter	4:	Methodology,	most	importantly,	personal	literacy	knowledge.		The	same	process	identified	in	Chapter	6	for	the	Historical	Program	was	adopted	for	the	Current	Program.		Analysis	began	with	an	initial	reading	to	identify	features	of	literacy	knowledge	that	adhered	to	the	analytic.	The	evidence	of	literacy	knowledge	was	recorded	and	classified	as	representing	the	four	literacy	knowledges.			Again,	there	was	a	second	reading	for	a	more	detailed	analysis	to	establish	organising	frameworks	for	the	evidence	with	organisers	construed	from	the	way	evidence	of	particular	literacy	knowledges	was	addressed	in	respective	unit	outlines.	The	same	procedures	for	addressing	evidence	in	Chapter	6	apply	to	this	chapter;	(a)	evidence	is	discussed	with	illustrative	examples	presented	in	tables,	quoted	directly	from	the	data	and	with	relevant	source	document	identification;	(b)	complete	evidence	is	provided	in	appendices;	(c)	each	of	the	separate	literacy	knowledge	analyses	is	briefly	summarised;	(d)	and	the	chapter	ends	with	a	conclusion	that	synthesises	the	key	findings,	draws	conclusions	and	identifies	implications	to	inform	Chapter	8:	Discussion.	The	complete	data	collection	for	the	Current	Program	numbered	53	documents,	comprising	29	unit	outlines	and	24	examination	papers.		Appendix	2	lists	these	documents,	giving	titles	and	organised	according	to	the	ITE	program	requirements	of	the	government	regulator	(NSWIT).		The	program	was	written	in	2013	and	approved	by	
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the	NSW	government	regulator	(NSW	Institute	of	Teachers,	NSWIT)	for	implementation	in	2014.		The	unit	outlines	were	organised	in	specific	sub-sections	-	unit	description,	outcomes,	weekly	program	content,	assessment	items,	and	textbook/reading	lists.		The	unit	outlines	contained	weekly	schedules	of	teaching	and	learning	engagements	and	unit	assessment	items,	as	well	as	the	24	(invigilated)	examination	assessments.	These	documents	addressed	the	areas	of	teacher	education	mandated	by	the	government	regulator’s	ITE	Program	Standards	(NSW	Institute	of	Teachers,	2011b),	namely,	curriculum	units	in	Key	Learning	Areas	(KLAs),	pedagogy,	education	theory,	and	professional	practice.		The	government	regulator	further	prioritised	six	“mandatory	areas	of	study…literacy,	Aboriginal	education,	teaching	students	from	non-English	speaking	backgrounds	(NESB),	special	education,	classroom	and	behaviour	management,	information	and	communication	(ICT)”	(NSW	Institute	of	Teachers,	2007,	p.	1).		There	was	scope	for	ITE	providers	to	address	mandatory	areas	within	curriculum	KLA	units	and/or	create	specific	stand-alone	units.		Accordingly,	the	current	program	being	analysed	contained	several	stand-alone	units	including	Early	Literacy,	Early	Numeracy,	New	Literacies,	and	three	units	for	ICT.	The	curriculum	units	addressed	matters	such	as	aims,	scope	and	sequence,	subject	content,	and	pedagogy	for	the	NSW	primary	syllabi	KLAs	of	English,	Mathematics,	Science	and	Technology,	Human	Society	and	its	Environment	(HSIE),	Creative	Arts,	Personal	Development	Health	and	Physical	Education	(PDHPE).		Education	theory	units	taught	theories	of	education,	child	development,	behaviour	management	and	classroom	management.		Pedagogy	units	addressed	teaching	theory	and	contemporary	teaching	practices.		Professional	practice	units	addressed	matters	of	professional	experience	(practicum),	internship	and	professional	behaviour.		The	mandatory	areas	units	most	relevant	to	my	study	addressed	literacy	and	numeracy	in	
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the	early	years	of	schooling	(Early	Literacy,	Early	Numeracy),	English	as	an	additional	language	(NESB),	multiliteracies	(New	Literacies),	and	ICT	(ICT	for	Teachers,	ICT	
Literacy,	ICT	and	Teaching	and	Learning).		A	further	unit	found	in	the	program,	
Academic	Literacies,	was	not	a	curriculum	KLA	or	mandatory	area	but	was	considered	relevant	to	the	analysis.	This	unit	was	a	support	unit	aiming	to	address	the	literacy	demands	and	requirements	for	first-time	tertiary	students.		As	such,	it	was	considered	important	for	analysis.	The	initial	reading	of	the	documents,	read	as	a	complete	program	set,	provided	information	revealing	the	scope,	but	only	some	detail	of	literacy	knowledge	provision	in	the	program.		Of	the	53	documents	in	the	data	collection,	30	contained	references	to	literacy	knowledge,	27	were	unit	outlines,	seven	of	which	had	accompanying	examination	papers	(Table	16	below).		This	scope	and	detail	representing	literacy	knowledge,	in	turn,	revealed	that	as	well	as	literacy	knowledge	relating	to	curriculum,	content	and	pedagogical	content,	personal	literacy	knowledge	was	undeniably	provided	in	the	Current	Program.	While	it	was	expected	that	literacy	knowledge	provision	would	be	found	predominantly	in	units	on	English	and	literacy-designated	subject	areas,	the	initial	reading	found	a	considerable	amount	of	literacy	knowledge	in	all	30	unit	outlines.		They	included	the	units	in	English,	Literacy	and	ICT,	but	also	other	curriculum	as	well	as	mandatory	area	units.		My	analysis	of	these	data	is	aligned	with	the	four	categories	of	my	conceptual	framework:	curriculum,	content,	pedagogical	content,	and	personal	literacy	knowledges.	This	step	was	able	to	capture	any	cross-curricula	provisions	of	literacy	knowledge,	given	the	NSW	regulator’s	programming	requirement	(NSW	Institute	of	Teachers,	2011a)	to	embed	domain-specific	literacy	demands	in	KLA	units.		These	documents	were	subsequently	analysed	in	detail.	
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Table	16	Current	Program	data	-	Documents	identified	as	containing	evidence	representing	literacy	knowledges	
Doc.	
No	
Data	items:	unit	outlines	and	
examination	papers	
Focus	as	determined	
by	provider	
1a	 Early	Numeracy	
curriculum	KLA	
3a	 PDHPE	2	4a	 Mathematics	1	5a	5b	 Mathematics	2	exam	paper		8a	 HSIE	1	2727	9a	 HSIE	2	10a	 Visual	Arts	1	11a	 Performing	Arts	2	22a,	b	 English	Key	Learning	Areas	1;	examination	23a,	b	 English	Key	Learning	Area	2;	examination	
12a	 Teaching	&	Curriculum	1	 pedagogy	13a,	b	 Teaching	&	Curriculum	2;	examination	
15	 Internship		 professional	
16a	 Classroom	Management	1	 education	theory	17a	 Children’s	Development	and	Learning		
19a	 Special	Needs	 education	theory/pedagogy	
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21a,	b	 Early	Literacy;	examination	
English/literacy	24a.	b	 New	Literacies;	examination	25	 Academic	writing		26a.	b	 NESB	Education,	examination	
27	 ICT	for	Teachers		 information	technology	&	communications	28	 ICT	Literacy	29	 ICT	and	Teaching	and	Learning		Analysis	of	the	program’s	three	information	and	communications	technology	(ICT)	units	highlighted	two	kinds	of	knowledge	operating	at	the	defining	limits	of	what	counts	as	literacy.		First,	there	is	my	study’s	definition	of	literacy,	established	in	Chapter	2:	Defining	Literacy,	as	mastery	of	a	repertoire	of	practices	with	texts,	following	Luke,	Freebody	and	Land	(2000).		Second,	there	is	literacy	as	knowing	about	(familiarity)	and	knowing	how	to	use	(competence)	computer-based	technology	referred	to	variously	as	digital-,	media-	or	computer-literacy.		This	second	notion	of	literacy	was	acknowledged	in	Chapter	2	as	a	different	lens	through	which	to	conceptualise	literacy,	and	was	discussed	at	length	in	terms	of	pseudo	literacies	(Graff,	1987).		The	current	program	unit	ICT	Literacy	Skills	with	its	title	and	its	focus	on	information,	document	production	and	representing	data	is	explicit	in	presenting	ICT	literacy	as	mastery	of	practices	linked	with	the	production	of	texts.		As	such,	much	of	the	literacy	knowledge	addressed	in	this	unit	aligns	with	Luke	et	al.’s	(2000)	emphasis	that	literacy	is	about	texts,	that	is,	“texts	of	traditional	and	new	communications	technologies	via	spoken,	print,	and	multimedia”	(p.	9).	For	example,	an	outcome	of	ICT	Literacy	Skills	emphasised	the	
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reliability	of	information,	as	“locate	different	documents	providing	information	on	a	chosen	topic	and	determine	which	information	is	the	most	reliable”	(ICT	Literacy	Skills).		Since	this	aspect	of	literacy	knowledge	related	to	ITE	students’	capacity	to	read	texts	critically,	it	was	analysed	as	personal	literacy	knowledge.		By	contrast,	the	units	ICT	for	
Teachers	and	ICT	and	Teaching	included	many	items	concerning	the	notion	of	literacy	as	familiarity	and	operational	competence	in	using	various	software	such	as	Prezzi,	or	digital	tools	such	as	Animoto.		References	to	such	items	throughout	the	program	were	considered	beyond	the	scope	of	the	analysis	and	excluded	from	the	analysis.	
Findings	-	Literacy	curriculum	knowledge	Literacy	curriculum	knowledge	for	the	purposes	of	my	study	was	established	in	the	Literature	Review	using	Shulman’s	(1987)	notion	of	“CK”	(p.	8),	that	is,	the	knowledge	of	prescribed	literacy	programs	and	materials	including	scope	and	sequence,	strands	and	staging	for	various	class	levels.		Typically,	curriculum	knowledge	is	either	developed	by	teachers	or	prescribed	by	government	and	professional	regulators	to	constitute	a	set	course	or	pathway	of	what	is	to	be	taught	and	learned.		To	support	the	data	analysis,	the	ideas	of	Churchill	(2016),	following	Grundy	(1987),	were	helpful	in	differentiating	curriculum	from	syllabus.		Curriculum	is	a	mapping	or	framework	“crafted	to	capture	the	‘big	ideas’	of	a	given	subject	area	or	discipline…that	determines	what	is	to	be	taught	to	students,	how	they	are	engaged	(or	not)	and	what	they	eventually	learn”	(p.	160).		Syllabus	realises	the	curriculum	in	terms	of	more	detailed	content	knowledge	and	indicators	of	achievement.	From	my	initial	reading	of	the	program,	literacy	was	foregrounded	as	an	essential	aspect	of	the	curriculum,	for	example,	“emphasis	is	placed	on	reading	literacies”	(English	1,	Description).		The	explicit	and	frequent	use	of	the	term	‘literacy’	(and	occasionally	‘literacies’)	in	the	program	data	aligned	with	the	NSW	Government’s	
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position	that	a	literacy	curriculum	was	essential	for	21st	century	life	skills,	and	as	such	its	importance	could	not	be	overstated	(NSW	Department	of	Education	and	Training,	2009).			This	alignment	was	revealed	also	by	references,	particularly	in	the	English	and	literacy-designated	units,	to	aspects	of	state	curriculum’s	Literacy	Continuum	(NSW	Curriculum	and	Innovation	Centre,	2011).		Given	the	limitations	of	13	weeks	with	three	hours	per	week	of	class	teaching	time,	the	structure	of	the	units	precluded	full	coverage	of	curriculum	knowledge	contained	in	the	Continuum.		Nonetheless,	the	initial	reading	of	the	data	revealed	a	range	of	evidence	representing	literacy	curriculum	knowledge	that	was	sufficiently	broad	for	analysis.	In	my	second	reading	of	the	data	documents,	I	identified	evidence	representing	broad	aspects	of	literacy	curriculum	knowledge	as	described	above.		This	evidence	represented	specific	features	of	literacy	knowledge	intended	to	inform	pre-service	teachers	of	the	aspects	of	curriculum	they	would	eventually	be	implementing	in	their	classrooms.		For	example,	“emergent	literacy”	(Early	Literacy),	“traditional	and	contemporary	notions	of	literacy”	(New	Literacies)	and	“children’s	literature”	(English	
1)	represent	broad	curriculum	focus	areas.		These	broad	knowledge	references	contrasted	with	the	specific,	discrete	content	items	such	as	“independent	clauses”	(English	1)	that	were	sought	in	the	subsequent	data	analysis	for	literacy	content	knowledge.		I	also	identified	in	this	second	reading,	that	unit	outline	content	was	organised	around	the	state	syllabus	strands,	for	example,	“to	explore	the	inter-relationship	of	literacies	intrinsic	to	the	Board	of	Studies	Syllabus	strands	of	speaking,	listening,	reading	and	writing“	(English	1).		Therefore,	I	used	the	same	English	K-6	syllabus	(Board	of	Studies	NSW,	2012)	strands	as	the	organiser	for	evidence	I	gained	from	the	data	that	represented	literacy	curriculum	knowledge.		I	added	a	further	
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organising	category	for	‘other’	literacy	curriculum	knowledge	references	to	accommodate	items	that	were	not	strand-specific.	The	evidence	representing	literacy	curriculum	knowledge	was	found	predominantly	in	the	English	1	and	English	2	units,	and	the	literacy-designated	unit	
Early	Literacy.		In	these	units,	the	focus	was	substantially	on	two	strands,	reading	and	viewing,	and	writing	and	representing;	the	speaking	and	listening	strand	drew	only	a	single	mention,	in	relation	to	“oral	language	development”	(NESB	Education).	There	were	significant	and	continual	references	in	these	units	to	a	focus	on	integration	of	literacy	across	the	curriculum,	for	example,	“incorporating	writing	in	meaningful	and	authentic	ways	across	the	curriculum”	(English	2).		This	explicit	focus	on	cross-curricula	literacies	was	maintained	in	other	KLA	units,	for	example,	“integrate…with	literacy”	(PDHPE	2).		Evidence	was	found	in	the	KLA	HSIE	units	of	a	discrete	curriculum	focus	on	“information”	and	“literacy	process	skills”	for	working	with	information	(HSIE	2).		These	references	accompanied	connections	to	technology	in	the	ICT	priority	area	(non-KLA)	units	where	an	explicit	distinction	was	made	between	the	notion	of	working	with	information	as	literacy	knowledge,	rather	than	as	knowledge	of	digital	technology	hardware,	software	and	procedures.		Discussion	of	the	evidence	of	these	findings	follows	the	table	of	illustrative	examples	below	(Table	17).		 	
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Table	17	Evidence	representing	literacy	curriculum	knowledge	organised	according	to	syllabus	strands	and	cross-curricula	areas	-	Illustrative	examples	
Strand	 Evidence	representing	literacy	curriculum	knowledge	quoted	
directly	from	the	data	
Reading	&	Viewing	 emphasis	is	placed	on	reading	literacies		emergent	literacy	socio-cultural	model	of	Reading		importance	of	using	quality	children’s	literature	in	teaching	grammar	children’s	literature	and	[how]	it	can	be	used	to	promote	literacy	and	language	learning	across	all	learning	areas	post-modern	literature	reading	aloud…shared…guided,	independent	reading	phases	of	early	reading	development	(Early	Literacy	21a)	phonological	and	graphological	processes	Writing	&	Representing	 writing	text-types	kindergarten	child	knows	about	writing		historical	phases	of	writing:	Early,	Developing	and	Proficient	writers	link	between	teaching	writing	and	reading	text	types	and	a	balanced	writing	program	Speaking	&	Listening	 oral	language	development	Other	-	General	 emergent	literacy	traditional	and	contemporary	notions	of	literacy	language,	literacy	and	literature	information	and	technology	skills	in	HSIE		literacy	process	skills:	Selecting	information;	Deconstructing	information;	Re-constructing	information;	Presenting	information	curriculum	grammar	children’s	literature	teaching	in	grammar	grammar	knowledge	is	only	useful	if	students	use	it	to	read	and	write	
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Other	–	Cross-curricular	
integrate	each	of	the	key	learning	areas	with	numeracy	and	literacy		units	of	work	with	literacy	embedded	children’s	literature	in	an	integrated	program	incorporating	writing	in	meaningful	and	authentic	ways	across	the	curriculum	literacy…in	HSIE…the	importance	of	literacy	visual	arts	as	literacies	understanding	email	
Source	documents	
English	1	[doc.	22a];	examination	English	1	[doc.	22b];	English	2	[doc.	23a];	examination	English	2	[doc.	23b];	Early	Literacy	[doc.	21a];	examination	Early	Literacy	[doc	21b];	New	Literacies	[doc.	24a];	examination	New	Literacies	[doc.	24b]	NESB	Education	[doc.	26a];	PDHPE	2	[doc.	3a];	HSIE	1	[doc.	8a];	HSIE	2	[doc.	9a];	Visual	Arts	1	[doc.	10a]		The	quantity	of	evidence	representing	provision	of	literacy	curriculum	knowledge	for	reading	and	writing	was	balanced	across	the	program.		However,	in	terms	of	reflecting	national	curriculum	(Australian	Curriculum	and	Reporting	Authority	(ACARA),	2009)	and	state	syllabus	(Board	of	Studies	NSW,	2012)	content,	provision	seemed	on	one	hand,	incomplete,	and	on	the	other	eclectic	and	unsystematic.		For	example,	reading	(English	1)	did	not	include	any	aspect	of	viewing	or	visual	literacy;	instead,	those	focus	areas	were	embedded	in	the	New	Literacies	and	Visual	Arts	1	units.		Also,	writing	(English	2)	made	no	mention	of	representing.		Within	the	English	and	Early	Literacy	units,	literacy	curriculum	knowledge	provision	was	a	loose	range	of	emphases	on	models	of	reading,	“socio-cultural	model	of	reading”	(English	1);	resources	and	practices,	”literacy	props”	(Early	Literacy);	teaching	strategies,	“reading	aloud…shared	…guided,	independent	reading”	(Early	Literacy,	English	1);	learning	to	read,	“phases	of	
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early	reading	development”	(Early	Literacy);	approaches	to	teaching	reading,	“phonological	and	graphological	processes”	(English	2).	In	contrast,	there	was	a	consistently	strong	emphasis	,on	literature,	prominent	in	its	repetition	across	the	English	and	literacy-designated	units,	as	in	“language,	literacy	and	literature	“	(English	1),	“children’s	literature	[and	how]	it	can	be	used	to	promote	literacy”	(English	2),	“post-modern	literature”	(New	Literacies),	“using	quality	children’s	literature	to	teach	grammar”	(English	1	exam),	“reading;	literature	and	comprehension”	(NESB	Education).		This	strong	literature	curriculum	emphasis	in	this	current	program	was	reminiscent	of	that	in	the	historical	program.		However,	the	very	different	roles	assigned	to	literature	in	each	era	may	point	to	significant	differences	in	teachers’	personal	literacy	knowledge	and	how	teachers	were	viewed	as	personally	literate	by	the	respective	cultures.		This	aspect	of	literacy	curriculum	knowledge	will	be	addressed	in	Chapter	7:	Discussion.	Evidence	representing	literacy	curriculum	knowledge	in	relation	to	writing	addressed	an	unsystematic	and	limited,	although	not	insignificant,	range	of	curriculum	features.		References	to	the	genre/text-type	approach	to	the	teaching	and	learning	of	writing	dominated	units,	for	example,	“Writing:	text-types”	(English	1).		More	discrete	aspects	of	writing	were	identified,	but	it	was	generally	impossible	to	determine	depth	or	detail	of	the	literacy	knowledge	being	provided,	since	the	wording	was	topic-like	and	general,	for	example,	“interactive	writing”	(English	2).		The	aspects	of	writing	addressed	in	the	program	included	writing	development,	“phases	of	writing:	early,	developing	and	proficient	writers”	(English	2);	text-types	“text	types	and	a	balanced	writing	program”	(English	2	examination);	reading/writing	relationships,	“link	between	teaching	writing	and	reading”	(English	1).		Focus	on	assessment	of	writing	was	limited	to	identifying	kindergarten	children’s	strengths,	for	example	“what	[do]	you	think	this	Kindergarten	
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child	knows	about	writing“	(Early	Literacy);	pedagogy,	“Curriculum	Cycle	–	Stages	of	Text	Construction”	(NESB	Education).	There	were	minor	references	to	grammar	such	as	“curriculum…grammar”,	(English	1).		The	references	to	grammar	seemed	to	indicate	awareness-raising	rather	than	in-depth	considerations	of	grammar	as	an	important	curriculum	focus.		The	only	sense	of	a	curriculum	approach	to	grammar	was	in	references	to	teaching	and	learning	contexts,	as	in	“children’s	literature	in	teaching	grammar”,	(English	1	examination);	“knowledge	about	grammar…to	read	and	write”	(English	2	examination).		There	was	no	indication	of	the	scope	of	grammatical	knowledge;	perhaps	there	was	an	assumption	that	pre-service	teachers	would	acquire	this	as	personal	knowledge	elsewhere	in	the	program,	or	while	in	the	workplace	as	pre-service	teachers,	or	later	as	full-time	employed	graduate	teachers.	The	most	frequently	occurring	references	to	literacy	curriculum	knowledge	related	to	the	integration	of	literacy	across	other	curriculum	KLAs.		References	were	found	in	the	English	and	literacy-designated	units:	“literacy	and	language	learning	across	all	learning	areas”,	(English	1);	“children’s	literature…in	an	integrated	program”,		“units	of	work	with	literacy	embedded”	(English	2).		This	focus	adhered	to	explicit	national	curriculum	requirements	for	cross-curriculum	programming	(Australian	Curriculum	and	Reporting	Authority	(ACARA),	2009)	and	state	syllabus	requirements	that	identify	literacy	as	a	“general	capability…embedded	throughout	the	English	K–10	
Syllabus.		It	relates	to	a	high	proportion	of	the	content	descriptions	across	K–10”	(Board	of	Studies	NSW,	2012).		A	greater	number	of	references	to	integration	of	literacy	were	found	in	the	non-English/Literacy	units,	such	as	“literacy	in	HSIE…	the	importance	of	literacy”	(HSIE	1,	HSIE	2),	“integrate	each	of	the	key	learning	areas…with	literacy”	
		 243	
(PDHPE	2),	“visual	arts	as	literacies”	(Visual	Arts	1),	“understanding	email”	(ICT	for	
Teachers).	One	further	literacy	curriculum	knowledge	area	focused	on	information	and	the	processes	for	engaging	with	it	as	meaningful	text.		This	is	in	contrast	to	engaging	with	it	as	digital	artifact	and	product,	via	digital	technology	to	access	and	manipulate	it.	Evidence	was	found	in	the	non-English/literacy	KLAs,	particularly	HSIE,	for	example	“literacy	process	skills:	Selecting	information;	Deconstructing	information;	Re-constructing	information;	Presenting	information”	(HSIE	2).		References	to	information	as	meaningful	text	arose	frequently	in	the	ICT	units.		The	emphasis	here	was	distinctly	on	literacy;	that	is,	the	reading,	writing,	viewing,	and	critical	evaluation	of	information	rather	than	on	digital	acquisition,	manipulation,	display	or	storage.	
Summary	In	summary,	literacy	curriculum	knowledge	in	the	Current	Program	addressed	the	strands	of	the	English	curriculum,	although	explicit	attention	was	more	frequently	given	to	reading	and	writing	than	to	representing,	viewing	or	speaking	and	listening.		By	contrast,	related	findings	in	the	Historical	Program	revealed	greater	attention	to	an	overall	scope	of	curriculum	requirements.		Also	noticeable	was	the	frequent,	explicit	attention	to	integration	of	literacy	across	the	curriculum	in	the	Current	Program’s	units,	whereas	the	Historical	Program	was	very	fixed	on	discrete	and	contained	subject	areas.		However,	most	noticeable	in	the	Current	Program	were	continual,	explicit	links	to	theory	and	research.		These	were	links	to	cognitive	processes,	models	of	teaching,	post-modern	principles	and	practices	in	particular	strands,	such	as	graphophonic	cueing	processes	in	reading	and	text-type/genre	(functional)	theory	in	writing,	and	overarching	socio-cultural	theory	as	the	basis	of	language	and	literacy	learning	in	the	
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curriculum.		Attention	to	theory	was	not	evident	in	the	Historical	Program.	The	analysis	of	literacy	content	knowledge	follows.	
Findings	-	Literacy	content	knowledge	Literacy	content	knowledge	for	the	purposes	of	this	study	was	established	in	the	literature	review	following	Shulman’s	(1987)	notion	of	the	knowledge	of	a	school	subject	or	discipline	at	both	broad	and	discrete	levels,	and	the	ways	in	which	it	is	conceptualised	and	organised.		In	analysing	the	data,	I	organised	the	evidence	using	the	English	K-6	syllabus	strands	content	organiser,	as	I	did	with	the	previous	analysis	of	literacy	curriculum	knowledge,	that	is,	reading	and	viewing,	writing	and	representing,	and	speaking	and	listening.		An	organising	category	for	‘other’	literacy	curriculum	knowledge	references	was	added	to	accommodate	items	that	were	not	strand-specific.	The	evidence	therefore	comprised	references	directly	relating	to	the	syllabus,	encoding	broad	aspects	of	literacy	curriculum	knowledge,	as	described	above.	Evidence	representing	literacy	content	knowledge	was	found	predominantly	in	the	English	KLA	and	literacy-designated	units	Early	Literacy,	English	1,	English	2,	New	
Literacies.		Several	other	KLA	units	revealed	evidence,	including	Mathematics	1,	
Mathematics	2,	Human	Society	and	Its	Environment	1	(HSIE),	and	Visual	Arts.		Some	evidence	was	difficult	to	place	within	any	one	particular	strand	where	the	particular	aspect	of	literacy	referred	to	was	pertinent	to	several	or	all	the	strands.		For	example,	“the	metalanguage	of	mathematics”	(Mathematics	1)		applies	to	reading,	writing,	speaking	and	listening;	“multiliteracies”	(Early	Literacy)	is	a	very	broad	notion	covering	many	specific	aspects	of	literacy	content	knowledge.	The	ICT	units	referred	to	many	aspects	of	literacy.		However,	as	explained	earlier,	there	was	uncertainty	about	determining	these	as	evidence	of	literacy	content	knowledge	for	teaching	and	learning	content	in	primary	classrooms.		The	small	amount	
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of	evidence	provided	was	not	clear	in	terms	of	a	purpose	for	representing	literacy	knowledge	to	be	taught	to	primary	school	children.		The	ICT	units	had	outcomes	focused	essentially	on	pre-service	teacher’s	personal	literacy	development,	“to	develop	personal	skills	in	the	use	of	a	range	of	personal	productivity	tools;	acquire	an	understanding	of	the	vocabulary	and	language	of	information	technology”	(ICT	for	
Teachers);	“to	improve	their	research	abilities	for	future	coursework	and	as	practising	teachers”		(ICT	Literacy	Skills).	My	uncertainty	in	coding	this	evidence	concerned	overlap	of	the	ICT	knowledge	as	(1)	teaching	something	pre-service	teachers	need	to	support	their	course	work,	and	(2)	something	that	is	in	the	school	curriculum	which	pre-service	teachers	will	eventually	have	to	teach.		For	example,	ICT	and	Teaching	engages	pre-service	teachers	in	developing	their	knowledge	and	use	of	“Twitter,	blogging,	wikis”	(ICT	and	Teaching).		In	the	first	instance,	this	is	for	students’	use	in	their	ITE	studies,	but	it	is	to	be	relevant	also	to	children’s	literacy	development.		Of	particular	interest	was	the	frequent	overlap	between	reading,	viewing	and	ICT,	such	as	“digital	story	using	pictures…images,	and	music	and	words”	(ICT	for	Teachers).		Content/subject	overlap	has	been	discussed	earlier	in	relation	to	the	Historical	Program	analysis.		Examples	of	the	evidence	of	ICT	content	overlapping	with	literacy,	and	thus	representing	literacy	content	knowledge,	are	shown	in	Table	18.		 	
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Table	18	Evidence	representing	literacy	content	knowledge	organised	according	to	syllabus	strands,	cross-curricula	areas	and	other	relevant	strands	–	Illustrative	examples	
Strand	 Evidence	representing	literacy	content	knowledge	
Reading	and	Viewing		
sight	words…rhyme	cueing	systems	–	semantic,	grammatical,	graphophonic	and	visual	information	literature:	children’s,	Australian,	fairy	tales	literacy	and	digital	age,	picture	books;	graphic	novels	post-modern	literature:	picture	books	as	learning	tools	working	with	metafictive	devices;	picture	books	talking	the	visual;	important	viewing	concepts	multimodal	texts	–	linear	and	non-linear	text	Writing	and	Representing		
explain	the	purpose,	audience	and	the	form	of	writing	explain	the	organisational	framework	and	language	features		superfluous	capitals;	apostrophes;	subject/verb	agreement	Speaking	and	Listening	 mathematical	understandings	through	explanation		maths	talk	into	maths	symbols	ICT			 digital	story	using	pictures…images,	and	music	and	words	using	twitter,	blogging,	wikis,	webquests	Other		 mathematical	metalanguage	reading	diagrams,	number	lines	and	tables	multiliteracies;	4	forms	of	spelling	–	phonological,	visual,	morphemic	and	etymological	
Source	documents	
English	1	[doc.	22a];	English	2	[doc.	23];	Early	Literacy	[doc.	21a];	New	Literacies	[docs	24a];	examination	New	Literacies	[doc.	24b]	
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Visual	Arts	1	[doc.	10a];	Mathematics	1	[doc.	4a];	Mathematics	2	[doc.	5a];	Early	Numeracy	[doc.	5a];	ICT	for	Teachers	[doc.	27];	ICT	and	Teaching	[doc.	29]		There	was	considerable	alignment	of	literacy	content	knowledge	and	literacy	curriculum	knowledge.		As	in	the	Historical	Program	analysis,	this	was	not	unexpected	in	the	sense	that	content	knowledge	is	an	unpacking	of	a	curriculum	subject’s	detail	to	be	explicitly	taught	and	learned	in	class.		Some	current	program	units	referred	to	discrete	aspects	of	knowledge,	for	example,	“sight	words…rhyme”	(Early	Literacy),	“multimodal	texts	-	linear	and	non-linear	text”	(New	Literacies).		Typically,	the	current	program	units	presented	very	general	topics	of	literacy	content	knowledge,	for	example,	“literacy	and	the	digital	age”	(English	1).		In	some	cases,	the	topics	were	more	vague	than	general,	as	if	it	was	assumed	that	one	would	know	what	detailed	knowledge	was	to	be	taught,	for	example,	“mathematical	understandings	through	explanation	“(Mathematics	1).		While	such	an	assumption	may	be	typical	of	contemporary	curriculum	design,	it	contrasted	with	the	specific	detail	found	earlier	in	the	historical	program.		Evidence	relating	to	literacy	content	knowledge	in	the	reading	strand	was	greater	than	in	each	of	the	other	strands.		However,	this	evidence	revealed	an	eclectic	and	unsystematic	provision	of	literacy	content	knowledge,	suggesting	that	content	knowledge	was	not	a	priority	in	the	program.			There	was	an	ongoing	emphasis	on	a	range	of	theoretical	concepts,	such	as	“Cueing	systems”	(English	KLA	1)	and	“important	viewing	concepts”	(Early	Literacy).			The	New	Literacies	unit	revealed	a	greater	amount	of	evidence	than	the	English	and	early	literacy	units,	addressing	a	more	cohesive	range	of	more	discrete	knowledge	features.		For	example,	students	were	systematically	taught	
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and	examined	on	a	grammar	(metalanguage)	for	working	with	still	images,	a	particular	model	of	critical	reading,	and	metafictive	devices	found	in	post-modern	picture	books.	The	evidence	relating	to	literature	was	minimal	in	comparison	to	the	Historical	Program.		It	presented	explicitly	as	literacy	content	knowledge	for	classroom	teaching	and	learning	engagements	with	its	focus	on	works	for	children	rather	than	adults,	“Literature:	children’s,	Australian,	fairy	tales…picture	books…explore	children’s	literature”	(English	1).		This	is	in	conspicuous	contrast	to	the	explicit	and	substantial	focus	on	adult	works	of	literature	of	the	great	British	canon	in	the	Historical	Program.		Further	evidence	of	literature	references	as	literacy	content	knowledge	was	the	detailed	attention	to	the	use	of	contemporary	children’s	literature	-	“Graphic	novels…(and)…Post-modern	literature:	Picture	books	as	learning	tools…Working	with	metafictive	devices	in	picture	books”	(New	Literacies).	Evidence	of	literacy	content	knowledge	for	the	viewing	component	of	the	reading	strand	was	captured	in	the	New	Literacies	and	Visual	Arts	KLA	units.	In	both	contexts,	viewing	was	not	about	creating	artworks	so	much	as	understanding	the	semiotic	system	of	making	meaning	through	image	(still,	moving	and	animation),	icon,	and	symbol	with	a	strong	focus	on	“talking	the	visual”	(Visual	Arts	1).		Again,	the	contrast	with	the	Historical	Program	is	evident	where	viewing	was	about	teacher	trainees	demonstrating	mastery	in	the	knowledge	and	skills	of	drawing	and	familiarity	with	European	art	movements.		The	Current	Program	provisions	were	about	“visual	arts	as	literacies	and	ways	of	knowing”	(Visual	Arts	1),	rather	than	literacy	knowledge	for	pre-service	teachers	to	become	artists	skilled	in	drawing	and	interpretation	of	significant	artworks.	The	writing	strand	revealed	evidence	of	two	aspects	of	literacy	content	knowledge	-	writing	as	text-types,	and	grammar	(English	1,	English	2;	Early	Literacies;	
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New	Literacies).		Knowledge	of	text-types	(the	range	of	written	texts	that	primary	students	encounter	both	in	and	out	of	school)	was	a	key	focus	in	assessment	items	with	a	focus	on	structure	and	purpose,	as	in	“organisational	framework	and	language	features…purpose,	audience	and	the	form	of	writing”	(English	1,	English	2,	Early	
Literacy).		Indicators	of	grammar	content	were	minimal	and	seemingly	random	examples	that	were	more	to	do	with	paralinguistic	processing,	as	in	“superfluous	capitals;	apostrophes”	(English	2).		There	were	no	indicators	of	cohesive,	developmental	programing	about	how	language	works	to	make	meaning,	rather,	only	occasional	references	to	syntactical	processing,	as	in	“subject/verb	agreement”	(New	Literacies).	The	speaking	and	listening	strand	revealed	minimal	evidence	of	literacy	content	knowledge.		Most	evidence	was	found	in	the	Mathematics	units,	and	was	related	to	the	development	of	oral	explanations	of	mathematical	content	knowledge	incorporating	mathematical	metalanguage.		As	in	the	viewing	strand	with	semiotic	systems	and	meaning	making,	the	mathematics	units	took	a	similar	position	with	attention	to	“maths	talk	into	maths	symbols…reading	diagrams,	number	lines	and	tables”	(Mathematics	2).	
Summary	The	evidence	representing	literacy	content	knowledge	revealed	a	substantial,	detailed	bias	toward	reading.		But,	while	wide-ranging	in	addressing	aspects	of	reading,	the	detail	was	minimal	and	eclectic	rather	than	systematic.		There	were	a	number	of	indicators,	albeit	random,	to	specific	aspects	of	reading	processes	and	procedures.		This	contrasted	conspicuously	with	the	meagre	focus	on	other	strands.		Writing	received	less	attention	than	reading,	and	focused	almost	exclusively	on	knowledge	of	text-types.		The	minimal	attention	to	spelling	stands	out,	given	criticisms	by	media	of	literacy	teaching	including	teachers’	spelling	noted	in	my	introductory	chapter.		The	absence	of	handwriting	references	also	stood	out.	Handwriting	was	a	significant	feature	of	the	
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Historical	Program,	but	whether	or	not	handwriting	counts	as	literacy	in	the	21st	century	is	part	of	current	vigorous	debates	(McKenzie,	2016)	and	outside	the	scope	of	my	study.		The	dominant	focus	on	reading	perhaps	acknowledges	its	continued	place	as	a	perceived	cornerstone	of	literacy,	but	it	also	serves	to	appease	the	public	and	governments	by	ensuring	that	reading	is	being	given	its	due	attention.	
Findings	-	Literacy	pedagogical	content	knowledge	To	determine	what	would	count	as	evidence	representing	literacy	pedagogical	content	knowledge	in	Current	Program,	I	drew	on	the	same	fundamental	points	about	pedagogy	from	the	literature	review	as	I	did	for	the	Historical	Program.		From	the	initial	reading,	evidence	representing	the	provision	of	literacy	pedagogical	content	knowledge	was	found	in	the	English	KLA	units	(and	associated	examination	papers)	as	well	as	the	literacy-designated	units.		Further	evidence	was	found	in	a	wide	range	of	curriculum	KLAs,	pedagogy,	education	theory	and	ICT	units.		These	units	are	listed	in	Table	19	below	(Documents	column).		The	second	reading	showed	that	provision	of	literacy	pedagogical	content	knowledge	was	substantially	greater	than	curriculum	and	content	literacy	knowledges.		A	similar	pattern	had	been	found	in	the	Historical	Program	data.		However,	where	there	was	uniformity	and	system	in	a	specific	range	of	pedagogical	practices	and	aspects	of	pedagogy	in	the	Historical	Program,	this	was	not	so	in	the	Current	Program.			Across	the	Current	Program	units	there	was	a	conspicuous	absence	of	uniformity	or	system	in	addressing	pedagogy.		Consequently,	evidence	representing	literacy	pedagogical	content	knowledge	was	extensive	but	eclectic,	an	apparent	miscellany	of	terminology	that	pointed	to	widely	varying	renderings	of	pedagogy.		Examples	of	this	variation	included	“questioning	to	stimulate	thinking”	(Mathematics	2),	“assessing	and	evaluating	oral	and	silent	reading”	(English	1),	“teaching	practices”	(English	2),	“supportive	interactions”	(Early	Literacy),	“unit	of	work/Lesson	sequences”	
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(Mathematics	2),	“Four	Resources	Literacy	Model”	(Early	Literacy),	“model	explicitly”	(English	2),	“speaking	and	listening:	games”	(NESB	Education),	“education	theory/pedagogy”	(English	2).		There	was	no	obvious	organiser	for	this	miscellany	of	evidence	that	would	account	for	what	is	termed	pedagogy	in	contemporary	education.	However,	from	a	third	reading	of	the	data,	I	noticed	that	while	the	renderings	of	pedagogy	were	numerous	and	varied,	they	seemed	to	cluster	around	three	aspects	of	teaching	and	learning.		First,	there	were	many	references	to	everyday	pedagogical	undertakings.		These	included	perceptions	of	the	teacher	roles,	to	“teach,	develop,	facilitate,	extend,	support,	enhance”;	communicative	interactions	realised	variously	through	“question,	challenge,	explanation,	story-telling”;	and	teaching	processes	and	practices	whereby	teachers	continually	“assess,	evaluate,	monitor,	plan,	program,	reflect,	implement,	critique,	apply”.	Second,	there	were	references	to	various	established	enactments	of	pedagogy	in	terms	of	conceptualisations	of	the	‘performance’	of	teaching	and	learning	as	“teaching,	instructing,	experiences,	interactions,	engagements”;	approaches	chosen	to	effect	the	most	appropriate	teaching	and	learning	outcomes,	as	“diagnostic,	differentiate,	integration,	scaffold,	cycle,	model”;	and	typical	pedagogical	structures	of	teaching	and	learning	as	“lessons,	lesson	sequences,	units	of	work,	procedures,	processes,	activities”.	Third,	there	were	references	across	the	data	to	engagement	with	pedagogical	theory	and	research.		These	engagements	focused	on	both	theory	and	research	in	education	generally,	as	“recent	theory	and	research	in	literacy	learning	and	teaching”,	or	more	typically	to	specific	theories	and	researched	models	ascribed	to	particular	researchers	and	educators,	such	as	“Four	Resources	Literacy	Model	(Luke	&	Freebody,	1999)”.	
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Thus,	these	three	clusters	of	evidence	as	everyday	undertakings	and	roles	-	established	enactments,	approaches	and	structures,	and	engagements	with	theory	and	research,	became	a	workable	organiser	for	understanding	the	evidence	of	literacy	pedagogical	content	knowledge.		Table	19	lists	examples	of	evidence	organised	in	this	way.		These	three	areas	were	sufficiently	broad	to	contain	the	miscellany	of	teaching	and	learning	matters	revealed	in	the	program	units,	yet	sufficiently	discrete	and	meaningful	to	convey	the	different	facets	of	what	Shulman	(1987)	defined	as	“classroom	management	and	organisation”	(p.	8)	of	learning	that	is	beyond	subject	content	details.		Thus,	in	the	way	that	evidence	in	the	Historical	Program	was	organised	to	capture	the	discrete	and	relatively	simplistic	and	narrow	range	of	literacy	pedagogical	content	knowledge,	evidence	from	the	Current	Program	was	also	organised	to	capture	such	knowledge,	albeit	knowledge	that	was	so	much	more	diverse	and	complex.	Table	19	Evidence	representing	literacy	pedagogical	content	knowledge	organised	according	to	aspects	of	pedagogy	-	Illustrative	examples	
Aspects	of	
pedagogy	
Evidence	representing	literacy	pedagogical	content	knowledge	
Everyday	undertakings	 Teacher	roles	teaching	grammar	develop	children’s	abilities	facilitate	the	development	of	children’s	language	extending	children’s	literacy	skills	enhance	early	reading	experience	support	students'	writing	competency	
Communicative	interactions	questioning	techniques	challenging	thinking	explanation	to	increase	mathematical	thinking	oral	storytelling	
Teaching	processes	&	practices	
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assessing	and	evaluating	oral	and	silent	reading	monitoring	literacy	behaviours	planning	and	programming	for	English/literacy	reflect	constructively	program	planning	and	implementation	critique	web	quests	application	of	the	literacy	teaching	and	literacy	information	needs	of	learners	Enactments	 Structures		oral	language	lessons	unit	of	work/lesson	sequences:	using	questioning	reading	procedures	the	writing	process:	preparation…drafting,	proof-reading,	publishing	collaborative	activities	
Conceptualisations	of	teaching	and	learning:		literacy	teaching	multiliteracies	pedagogy,	explicit	instruction	[develop]	children’s	language	through	shared	experiences	communicative	strategies	for	supportive	interactions	
Approaches:		differentiating	writing	programs	diagnosis	of	children’s	skill	in	reading	spelling	-	integrated	teaching	scaffolding	writing	curriculum	cycle…for	teaching	writing	modelling…speaking	and	listening	shared	reading	strategies	Engagement	with	theory	and	research	
recent	theory	and	research	in	literacy	learning	and	teaching	challenges	to…historical	beliefs	post-modern	literature	
Four	Resources	literacy	model	(Luke	&	Freebody,	1999)	multiliteracies	pedagogy	(New	London	Group,	1996)	
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(writing)	curriculum	cycle	–	writing	(Martin	&	Rothery,	1986;	Christie,	1989)	running	records	(Clay,	1972)	the	writing	process	(Graves,	1981)	whole	language	(Cambourne,	1998)	
Source	documents	English	1	[doc.	22a];	examination	[doc.	22b];	English	2	[doc.	23a);	examination	[doc.	23b]	NESB	Education	[doc.	26a];	examination	[26b];	New	Literacies	[doc.	24a];	examination	[doc.	24b];	ICT	for	Teachers	[doc.	27];	ICT	Literacy	[doc.	28];	ICT	and	Teaching	and	Learning	[doc.	29];	Mathematics	1	[doc.	4a];	Mathematics	2	[doc.	5a);	examination	[doc.	5b];	Early	Numeracy	[doc.	1a];	examination	[doc.	1b];	HSIE	2	[doc.	9a];	PDHPE	2	[doc.	3a]	
Summary	The	evidence	representing	literacy	pedagogical	content	knowledge	provided	in	the	Current	Program	was	overwhelmingly	conspicuous.		Its	provision	in	ITE	strongly	indicates	expectations	of	how	knowledgeable	pre-service	teachers	should	be	upon	graduation	and	entry	into	the	profession.		The	range	of	knowledge	was	apparent	from	the	extent	of	the	indicators	in	the	English	and	literacy-designated	units.		The	depth	of	the	knowledge	was	exemplified	by	the	breakdown	of	‘teaching’	into	various	discrete	phases	in	preparation,	planning	and	implementation.		The	discursive	practices	illustrated	the	scope	and	depth	as	well	as	the	extraordinary	complexity	of	pedagogical	knowledge	as	it	relates	to	literacy.		Provision	of	theoretical	studies	explicitly	related	to	complex	knowledge	about	literacy	was	absent	in	the	Historical	Program.		The	emphasis	on	literacy	pedagogy	knowledge	in	current	ITE	was	robustly	illustrated	in	these	data.		It	will	be	an	important	consideration	in	Chapter	7	Discussion	for	understanding	the	expectations,	nature	and	shaping	of	the	literate	teacher	in	both	eras,	as	well	as	isolating	and	clarifying	personal	literacy	knowledge.	
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Findings	–	Personal	literacy	knowledge	This	analysis	to	identify	evidence	representing	personal	literacy	knowledge	was	the	most	important	analysis	because	personal	literacy	knowledge	was	the	focus	of	my	study.		The	analysis	adhered	to	my	literature	review	finding	that	purpose	was	the	factor	differentiating	provision	of	personal	literacy	knowledge	from	the	literacy	knowledges	already	analysed.		Purpose	of	personal	literacy	coded	data	was	established	as	developing	students’	own	literacy	knowledge,	enabling	them	to	function	academically	at	a	level	suitable	for	university	study	and	be	seen	as	sufficiently	literate	to	meet	employers’	expectations	in	the	professional	workplace.			Thus,	with	this	reading	of	purpose	still	the	indicator,	my	initial	reading	of	the	current	program	revealed	evidence	in	a	wide	range	of	unit	outlines.		These	units	were	literacy-designated	studies	where	the	literacy	focus	was	explicit	in	a	unit	title	or	a	unit’s	descriptions	and/or	learning	outcomes,	such	as	Academic	Writing;	studies	of	syllabus	and	curriculum	KLAs	such	as	
English	1	and	PDHPE	2;	professional	studies,	such	as	Internship;	and	studies	of	educational	theory,	such	as	Children’s	Development	and	Behaviour.		Table	20	(Documents	column)	below	shows	the	documents	in	which	evidence	of	personal	literacy	knowledge	was	found.	Evidence	revealed	in	these	units	was	considerable.		The	evidence	was	more	prodigious	than	in	the	previous	analyses.		In	terms	of	notions	of	literacy	and	personal	literacy,	they	conflicted	with	those	of	government	and	the	professional	regulator	(Australian	Council	of	Deans	of	Education	(ACDE),	2014),	thus	presenting	a	different	notion	of	the	literate	teacher.		The	units	reflected,	quite	prominently,	an	understanding	of	personal	literacy	knowledge	as	a	diverse	range	of	literacy	capacities	akin	to	the	(Luke	et	al.,	2000)	“repertoire	of	practices”	(p.	9).		This	rejection	of	literacy	as	a	set	of	sub-technical	skills	is	taken	up	in	Chapter	7:	Discussion.	
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Table	20	below	presents	illustrative	examples	of	the	evidence	found	in	the	program	to	represent	personal	literacy	knowledge	provisions.		The	examples	were	selected	to	show	the	breadth	and	depth	of	personal	literacy	knowledge	within	the	literacy-designated	units,	relative	to	a	paucity	of	personal	literacy	knowledge	across	units	in	KLA,	professional,	and	education	theory	studies.		These	unit	groupings	served	to	organise	the	evidence	and	form	the	basis	of	closer	consideration	of	the	evidence	following	the	table.		The	key	findings	in	relation	to	the	personal	literacy	knowledge	criterion	of	purpose	are	summarised.		
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Table	20	Evidence	representing	personal	literacy	knowledge	organised	by	unit	groupings	-	Illustrative	examples	
Unit	
grouping	
Evidence	representing	personal	literacy	knowledge	
Literacy-designated	units	
reveal	well	developed	personal	levels	of	literacy	competence	using	Australian	English		How	am	I	literate?;	me	and	semiotic	systems;	my	literacy	profile	teacher	knowledge	required	to	work	with	visual	texts;	grammar	across	various	levels	of	text	inadequacies	of	traditional	literacy	skill	for	contemporary	society	
-	ICT	 literate	in	the	21st	Century	to	improve…abilities	for	future	coursework	and	as	practising	teachers		online	mind	mapping;	digital	story	telling;	weekly	250-word	blog	reflection	on	reading	to	improve…abilities	for	future	coursework	and	as	practicing	teachers	information…literacy	information…nature	of	scholarly	and	commercial	information…verifying	information	semiotic	system	of	searching	(Boolean	logic)	acquire	an	understanding	of	the	vocabulary	and	language	of	information	technology	
-	Academic	
Support	
strategies	to	assist	with	academic	writing…basic	concepts	and	skills	necessary	to	write	effectively	for	academic	purposes;	basic	concepts	and	skills	necessary	to	write	effectively	for	academic	purposes	punctuation:	basic,	advanced	grammar	features:	simple	sentence,	compound	sentence,	complex	sentence,	compound-complex	sentence	
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independent	clause,	dependent	clause,	embedded	clause	in	a	word	group,	paragraph	topic	sentence	and	development/elaboration;	editing	and	proof-reading	pronoun	reference;	cohesion,	modality	communicative	functions:	narrating,	describing,	arguing,	explaining,	instructing;	speech	and	writing	-	linguistic	differences;	spelling:	error-free;	occasional	error/typo;	significant,	systemic	problem;	reliance	on	spellchecker	KLAs	Studies	of	syllabus	and	curriculum	key	learning	areas		
language	of	numeracy	and	mathematics;	maths	talk	into	maths	symbols	;	mathematical	metalanguage;	the	language	of	position	explanation	and	questioning	techniques;	teacher	as	questioner;	talking	the	visual:	explaining,	critiquing,	evaluating	and	opinion;	demonstrate	acceptable	standards	of	communication;	students’	own	competence	with	Australian	English	communicative,	knowledge,	understanding	understanding	personal	literacy	skills;	students	are	encouraged	to	reflect	on	their	personal	experiences	of	literacy	acquisition	text-types	–	factual	and	fictional	texts	–	metalanguage	Professional	studies	 written	job	application	listening	to	students	talk;	how	to	respond	to	student	comments	and	questions;	communication	between	parents	and	teachers;	effective	classroom	directions;	motivating	and	managing	discussion	groups	
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Studies	of	educational	theory	
communication	in	the	classroom	for	effective	teaching	and	preventing	behaviour	problems;	communication	differences	that	exist	in	modern	student-centred	classrooms;	roadblocks	to	effective	communication	clear	directions;	communicating	with	parents	cognitive	explanations	of	learning;	a	discipline	model	based	on	beliefs,	theory	and	models	of	child	development	Maslow	and	the	hierarchy	of	human	needs		
Source	documents	Early	Literacy	[doc.	21a];	New	Literacies	[doc.	24a];	examination	New	Literacies	[doc.	24b]	ICT	for	Teachers	[doc.	27];	ICT	Literacy	Skills	[doc.	28];	ICT	and	Teaching	[doc.	29]	Academic	Writing	[doc.	25]	PDHPE	2	[doc.	3a];	Mathematics	1,	2	[docs	4a,	5a];	examination	Mathematics	2	[doc.	5b];	Visual	Arts	1	[doc.	10a];	Performing	Arts	[doc.	11a];	English	KLA	1,	2	[docs	22a,	23a];	Numeracy	[doc.	1a]	Internship	[doc.	15];	Teaching	and	Curriculum	1,	2	[docs	12a,	13b];	examination	Teaching	&	Curriculum	2	[doc.	13b];		Children’s	Development	and	Behaviour	[doc.	17a]	Classroom	management	1	[doc.	16a];	Special	Needs	Education	[doc.	19a]	
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Literacy-designated	units		The	initial	reading	of	the	data	revealed	that	the	greatest	amount	of	evidence	for	personal	literacy	knowledge	was	in	literacy-designated	units	New	
Literacies;	Academic	Writing;	and	ICT	For	Teachers,	ICT	Literacy,	ICT	and	
Teaching	(a	series	of	three	information	and	communications	technology	(ICT)	units).		The	English	1	and	2	units	were	an	anomaly	since	they	revealed	very	little	evidence	of	personal	literacy	knowledge	provision.		The	literacy-designated	units	focused	on	areas	similar	to	KLA	units,	that	is	curriculum,	subject	content	and	pedagogy	but	within	more	discrete	foci	as	their	titles	indicate.		Being	similar	to	KLAs,	they	were	analysed	as	such.	The	evidence	revealed	the	same	specific,	dual	aims	to	provide	for	personal	literacy	knowledge	as	the	Historical	Program.		First,	according	to	the	unit	description,	provision	aimed	to	assist	students’	academic	coursework,	for	example,	“basic	concepts	and	skills	necessary	to	write	effectively	for	academic	purposes”	(Academic	Writing).		Second,	provision	was	to	engage	students	in	understanding	their	own	literacy	capacities	as	students,	teachers	and	citizens	in	contemporary	society.		For	example,	the	challenges	of	being	literate	and	how	teachers	were	expected	to	be	literate,	were	workshopped;	for	example,	“How	am	I	literate?		Me	and	semiotic	systems…my	literacy	profile…teacher	knowledge	required	to	work	with	visual	texts”	(New	Literacies).	The	literacy-designated	units,	New	Literacies	in	particular,	revealed	a	distinctive	focus	on	contemporary	theoretical	understandings	and	practices	of	literacy	in	relation	to	personal	literacy.		For	example,	in	New	Literacies,	pre-service	teachers	studied	“grammar	across	various	levels	of	text”,	articulated	in	exam	responses	the	“inadequacies	of	traditional	literacy	skill	for	contemporary	
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society”	and	what	it	meant	to	be	“literate	in	the	21st	century”.		The	focus	underlined	the	teacher	educators’	deliberate	design	to	drive	continually	at	building	students’	self-awareness	of	the	diverse	demands	and	challenges	of	being	literate	in	the	21st	century,	not	merely	in	one	unit	of	study,	but	across	the	program.		This	was	not	a	surprise	focus	given	the	expansion	of	literacy	over	time,	from	reading	and	writing	of	print	text	representing	the	context	of	mono-culture	and	standard	English	usage,	to	multiple	practices	with	a	diverse	range	of	texts	representing	a	changed	context	of	diverse	cultures,	language	genres,	Englishes	and	modes	(Cervetti	et	al.,	2006;	Honan	et	al.,	2013;	New	London	Group,	2000).		Multiple	practices	were	identified	across	a	majority	of	units.	Personal	literacy	knowledge	across	the	three	ICT	units	was	addressed	in	differing	ways,	but	with	frequent	overlap	and	repetition.		The	units	were	not	NSW	Syllabus	KLAs.		Rather,	they	were	one	of	several	“mandatory	areas	of	study	in	which	teacher	education	graduates	[were]	required	to	demonstrate	a	minimum	proficiency”	(NSW	Institute	of	Teachers,	2011a,	p.	1).		Noted	earlier	was	an	assumption	that	ICT	units	would	focus	on	technical	competence	with	software	and	digital	tools.		In	actuality,	the	units	focused	much	more	on	working	with	information	texts,	albeit	on	digital	platforms,	and	the	use	of	technology	as	meaning-making.		Thus,	for	the	purposes	of	my	study	the	3	ICT	units	were	analysed	as	literacy-designated	units.	The	ICT	units	also	had	an	explicit	focus	on	providing	for	pre-service	teachers’	personal	development:	“No	previous	knowledge	or	skill	is	assumed,	and	students	are	given	the	opportunity	to	develop	personal	skills…”	(ICT	for	
Teachers).			Included,	was	the	parallel	focus	on	developing	knowledge	and	skills	for	future	professional	work,	“to	improve…abilities	for	future	coursework	and	as	
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practising	teachers”	(ICT	Literacy	Skills).		Table	20	has	further	examples	of	evidence	for	this	parallel	emphasis.	The	personal	focus	related	in	particular	to	knowledge	of	meaning-making	with	specific	digital	tools,	for	example,	“digital	story-telling…online	mind	mapping”	(ICT	for	Teachers).		Similarly,	there	was	a	strong	focus	on	working	with	information	gained	from	digital	sources	and	often	in	the	context	of	critical	literacy,	for	example,	“discover,	access,	analyse,	describe	and	evaluate	three	quality	general	information	resources	and	three	scholarly	information	resources”	(ICT	Literacy	Skills).		The	focus	was	explicit	in	the	units’	descriptions	and	outcomes	that	highlighted	information	as	literacy	and	not	only	as	digital	product,	“information…literacy	information…nature	of	scholarly	and	commercial	information…verifying	information”	(ICT	Literacy	Skills).		Other	knowledge	focused	on	the	language	of	information	technology	and	the	affordances	of	digital	technology	to	acquire	literacy	knowledge	of	different	semiotic	systems,	for	example,	“semiotic	system	of	searching	(Boolean	logic)…the	power	of	photographic	images…acquire	an	understanding	of	the	vocabulary	and	language	of	information	technology”	(ICT	for	Teachers).	A	common	element	across	all	three	ICT	units	was	the	requirement	for	students	to	demonstrate	literacy	skill,	typically	writing,	across	of	a	wide	range	of	digital	tools,	as	in	“personal	skills	in	the	use	of	a	range	of	personal	productivity	tools”	(ICT	for	Teachers).		These	tools	included	Twitter,	blogs,	wikis,	webquests,	IWB	flipcharts,	and	multimedia	objects	(ICT	for	Teachers,	ICT	and	Teaching).		The	requirement	for	students	to	demonstrate	personal	literacy	knowledge	in	a	range	of	tasks,	such	as	the	“weekly	250-word	blog	reflection	on	reading”	(ICT	and	
Teaching)	was	not	just	to	focus	students’	proficiency	with	blog	set-up,	software	
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and	maintenance.		It	was	also	to	focus	on	the	literacy	knowledge	required	for	making	meaning	within	the	unique	parameters	of	blog	texts,	Twitter	feeds	and	other	contemporary	challenges	to	traditional	writing.		The	challenge	for	teachers’	personal	literacy	knowledge	related	to	understanding	register,	specifically	the	tenor	aspect	of	formality/informality	that	marks	21st	century	functional	varieties	of	Australian	English	(Halliday,	Martin,	Eggins).		These	demonstrations	of	meaning-making	recalled	a	similar	requirement	in	the	Historical	Program	for	teacher	trainees	to	demonstrate	mastery	of	a	wide	range	of	written	texts	where	personal	literacy	knowledge	focused	on	a	single,	prescribed	formality	of	British	English.		This	similarity	is	taken	up	in	the	discussion	chapter	because	it	points	to	a	significant	shift	in	the	nature	of	teachers’	personal	literacy	knowledge,	and	how	demonstrations	of	that	knowledge	signify	the	literate	teacher.	A	distinctive	focus	on	academic	literacy	as	part	of	personal	literacy	knowledge	was	identified	in	a	standalone	unit	(Academic	Writing).		The	focus	of	the	unit	was	the	explicit	provision	of	the	kinds	of	academic	literacy	knowledge	needed	for	undergraduate	students,	considered	novices	with	writing	at	university.		The	unit	content	was	described	as	“strategies	to	assist	with	academic	writing…basic	concepts	and	skills	necessary	to	write	effectively	for	academic	purposes”	(Academic	Writing).		Attention	to	spelling	is	present	only	as	an	assessment	criterion	for	assignments,	as	it	is	in	many	assignments	across	other	units	in	the	program.		There	was	no	evidence	to	indicate	that	pre-service	teachers’	spelling	proficiency	was	either	diagnosed	or	addressed	as	a	personal	literacy	skill.	
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Evidence	representing	personal	literacy	knowledge	revealed	an	assortment	of	knowledge	which	the	unit’s	description	termed	basic	knowledge,	such	as	“punctuation:	basic,	advanced;	…	simple	sentence,	compound	sentence,	complex	sentence,	compound-complex	sentence,	independent	clause,	dependent	clause,	embedded	clause	in	a	word	group,	paragraph	topic	sentence	and	development/elaboration;	editing	and	proof-reading”	(Academic	Writing).	In	Chapter	4:	Literature	Review,	such	knowledge	was	determined	as	deriving	from	a	traditional	model	of	sub-technical	aspects	of	written	literacy,	a	model	supported	by	government	and	the	profession’s	regulator,	but	rejected	by	literacy	researchers	and	teacher	educators.		However,	the	unit	also	provided	substantial	knowledge	deriving	from	the	more	contemporary	socio-cultural	models	of	language,	also	addressed	in	the	literature	review.	The	evidence	of	this	contemporary,	rather	than	traditional,	literacy	knowledge	reflected	an	understanding	of	literacy	deriving	from	systemic	functional	linguistics	(Halliday,	1985,	2004)	and	genre	theory	(Martin,	1993;	Martin	&	Rothery,	1986),	as	in	“pronoun	reference;	cohesion,	modality;	grammar	of	written	text:	text	level,	sentence	level,	clause	level;	communicative	functions:	narrating,	describing,	arguing,	explaining,	instructing;	speech	and	writing	-	linguistic	differences”	(Academic	Writing).	The	significance	of	providing	personal	literacy	knowledge	with	dual-focus	on	two	distinct	models	of	language	is	taken	up	in	Chapter	8:	Discussion.	
KLA	units	References	to	KLA	domain-specific	language	and	metalanguage	as	personal	literacy	knowledge	were	explicit	and	frequent	in	program	content	and	assessment	items	for	Mathematics,	Numeracy,	PDHPE,	and	Arts	units.		Examples	
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included	in	“language	of	numeracy	and	mathematics,	mathematical	metalanguage,	teacher	as	questioner,	maths	talk	into	maths	symbols,		the	language	of	position,	explanation	and	questioning	techniques”	(Mathematics	1,	2;	Early	
Numeracy);	“Literacy	needs	for	engaging	in	visual	arts:	talking	the	visual”	(Visual	
Arts);		“literacy	skills	for	engaging	in	PDHE,	literacy	demands	for	interpreting	safety	and	warning	texts”	(PDHPE	2).	Evidence	in	the	KLA	English	and	early	literacy	units	emphasised	two	aspects	of	personal	literacy	knowledge	required	of	the	pre-service	teacher:	standards	of	literacy	and	domain-specific	discourse.		Evidence	was	found,	particularly	in	the	description	and	outcomes	sections	of	the	documents.	References	to	standards	of	personal	literacy	knowledge	related	to	what	pre-service	teachers	were	expected	to	demonstrate	in	their	work,	such	as	“reveal	well	developed	personal	levels	of	literacy	competence	using	Australian	English”	(Early	Literacy);	“Students’	own	competence	with	Australian	English:	communicative,	knowledge,	understanding”	(English	1);	“understanding	personal	literacy	skills”	(English	2).		There	were	occasional	motivational	references	such	as	“students	are	encouraged	to	reflect	on	their	personal	experiences	of	literacy	acquisition”	(English	2).		‘Australian	English’	was	assumed	to	refer	to	Standard	Australian	English,	the	variety	of	English	mandated	in	the	Australian	Curriculum	as	the	English	for	teaching	and	learning	in	Australian	Schools,	and	“recognised	as	the	‘common	language’	of	Australians”.	(ACARA,	Glossary,	2014).		There	was	no	evidence	in	the	weekly	program	of	teaching	and	learning	for	these	expected	standards	and	competencies.		There	was	no	elaboration	of	specific	requirements	or	expectations	set	elsewhere	in	the	unit	documents.	
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References	to	specific	features	of	literacy	or	English	language	knowledge	in	the	English	KLA	units	were	minimal.		English	1	referred	to	specific	teaching	and	learning	engagements	in	“text-types	–	factual	and	fictional	texts	–	metalanguage”.			However,	as	the	previous	analyses	have	shown,	the	English	units	attended	predominantly	to	curriculum,	content	and	pedagogical	literacy	knowledges.		This	pointed	to	a	marked	contrast	with	the	Historical	Program	in	relation	to	provision	of	teachers’	personal	literacy	knowledge.		The	implications	of	this	shift,	as	to	the	discursive	positioning	of	teachers	and	the	shaping	of	them	as	literate	professionals,	are	taken	up	in	Chapter	8:	Discussion.	
Professional	studies	The	professional	studies	units	relevant	to	this	analysis	were	Teaching	and	
Curriculum	1	and	2,	Internship.		These	units	specifically	addressed	matters	of	professionalism	in	teaching,	such	as	transition	to	teaching,	codes	of	conduct,	and	models	of	schooling.		Evidence	of	provision	of	personal	literacy	knowledge	in	these	units	focused	on	teachers	as	effective	communicators,	signalling	that	the	literacy	knowledge	underpinning	this	capacity	is	something	that	counts	towards	being	a	literate	teacher.		This	focus	was	prominent,	although	repetitive,	across	the	units,	and	addressed	several	specific	aspects	and	standards	of	communication,	including	teachers’	classroom	talk,	“Listening	to	students	talk;	how	to	respond	to	student	comments	and	questions”	(Teaching	and	Curriculum	
1);	clarity	of	instructions,	“Effective	classroom	directions”	(Teaching	and	
Curriculum	2);	engaging	with	parents	and	education	professionals,	“communication	between	parents	and	teachers”	Teaching	and	Curriculum	2	
Examination);	personal	writing	skills	within	professional	contexts,	“Written	job	application”	(Internship);	communication	as	management,	“motivating	and	
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managing	discussion	groups”	(Teaching	and	Curriculum	1).		Communication	in	these	units	focused	explicitly	on	teachers’	own	oral	communicative	competence	in	professional	contexts.		The	focus	on	the	teacher	as	communicator	also	appeared,	albeit	minimally,	in	various	KLA	units	such	as	Performing	Arts,	“demonstrate	acceptable	standards	of	communication”.		However,	the	frequent	re-visiting	of	communicative	competency	with	pre-service	teachers	from	different	perspectives	across	the	professional	units,	suggested	a	strong	commitment	to	oral	literacy	as	a	measure	of	a	literate	teacher.	
Educational	theory	studies		A	distinctive	focus	on	pre-service	teachers’	communication	as	personal	literacy	knowledge	was	evident	in	the	educational	theory	units.		Studies	of	education	theory	included	three	units	focusing	on	models	and	practice	about	managing	classrooms,	understanding	children’s	development	and	special	needs	in	terms	of	cognition,	learning	and	behavioural	needs	of	atypical	children	in	
Classroom	Management,	Children’s	Development	and	Behaviour,		Special	Needs	
Education.		Evidence	of	provision	of	personal	literacy	knowledge	was	not	expected	in	these	units.		However,	the	significance	of	personal	literacy	knowledge	encompassing	communicative	competence	was	frequently	cited.		Given	the	context	of	the	units,	this	seemed	to	be	an	outcome	of	recent	knowledge	and	understandings	from	new	research	about	how	children	develop,	learn	effectively	or	are	impeded	in	their	learning,	rather	than	a	characteristic	of	professional	behaviour.		Evidence	in	the	units’	program	content	and	assessment	items	was	similar	to	the	professional	studies	units.		That	is,	explicit	and	frequent	“communication	in	the	classroom	for	effective	teaching	and	preventing	behaviour	problems…Roadblocks	to	effective	communication”	(Classroom	
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Management);	“communication	differences	that	exist	in	modern	student-centred	classrooms”	(Special	Needs	Education);	“clear	directions…communicating	with	parents”	(Children’s	Development	and	Behaviour).	This	further	focus	in	the	program	on	effective	communication	as	personal	literacy	knowledge	was	explicitly	contextualised	within	theoretically-derived	knowledge	of	child	cognition,	behaviour	and	special	needs.	There	was	an	impression	that	this	was	a	considered	endeavour	on	the	part	of	teacher	educators	to	focus	pre-service	teachers’	attention	on	gaining	control	of	the	specialist	discourse	in	these	areas,	for	example,	“Cognitive	explanations	of	learning”,	“a	discipline	model	based	on	beliefs,	theory	and	models	of	child	development”	(Children’s	Development	and	Behaviour);	“Maslow	and	the	hierarchy	of	human	needs”	(Special	Needs	Education).		These	discourse	practices,	where	theoretical	knowledge	engages	with	teachers’	literacy	pedagogical	content	knowledge,	have	been	noted	earlier	and	would	necessitate	a	high	degree	of	personal	literacy	knowledge,	certainly	spoken	mode.		The	placing	of	such	discourse	within	personal	literacy	knowledge	points	to	a	further	dimension	of	teacher	literacy	that	warrants	attention	in	the	Discussion	chapter	that	follows.	
Summary		In	summary,	this	analysis	of	the	evidence	representing	personal	literacy	knowledge	has	shown	that	the	Current	Program	made	provision	for	the	development	of	pre-service	teachers’	personal	literacy	knowledge.		Provision	was	either	an	explicit	target	in	unit	descriptions	and	outcomes,	as	in		“to	improve…abilities	for	future	coursework	and	as	practising	teachers…”	(ICT	Literacy	for	Skills,);	or	it	was	implied	in	program	and	assessment	content,	as	“talking	the	visual;	Explaining,	critiquing,	evaluating	and	opinion”	(Visual	Arts	1).		
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There	was	a	noticeable	distinction	in	provision	with	personal	literacy	for	
knowing	about	literacy,	such	as	“How	am	I	literate?”	(New	Literacies),	and	
knowing	how	to	enact	literacy	knowledge,	such	as	“weekly	250-word	blog	reflection	on	reading”	(ICT	for	Teachers).	
Conclusion	to	Chapters	6	and	7:	Analysis	Chapters	6	and	7	have	presented	the	findings	from	the	analysis	of	two	teacher	education	programs,	the	1917	Historical	Program	and	the	2014	Current	Program.		Each	analysis	was	aligned	to	my	conceptual	framework	of	literacy	knowledge	presented	in	the	methodology	chapter	(Chapter	5).			The	framework	derived	from	understandings	about	professional	knowledge	gained	from	the	literature	review	(Chapter	4)	and	understandings	about	literacy	gained	from	the	exploration	of	literacy	and	its	definitions	(Chapters	2	and	3).		The	analyses	looked	for	evidence	representing	curriculum,	content	and	pedagogical	literacy	knowledges,	and	then	looked	beyond	those	to	isolate	evidence	representing	personal	literacy	knowledge.	Of	the	four	Shulman-derived	conceptualisations	of	literacy	knowledge	for	teachers,	the	provision	of	literacy	pedagogical	content	knowledge	was	by	far	the	largest	body	of	knowledge.		Literacy	curriculum	knowledge	and	literacy	content	knowledge	were	much	lesser	bodies	of	knowledge,	and	as	has	already	been	explained,	displayed	considerable	overlap.	My	study	has	investigated	conceptualisation	and	provisions	of	personal	literacy	knowledge	for	teachers	over	time,	and	the	bearing	these	have	on	perceptions	of	the	literate	teacher.		The	very	motivation	for	my	study	was	an	increasing	stigmatisation	of	primary	teachers	as	lacking	the	personal	literacy	knowledge	needed	in	the	profession.		Thus,	in	the	following	chapter	(Chapter	8:	
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Discussion),	I	centre	my	focus	primarily	on	personal	literacy	knowledge	rather	than	on	literacy	curriculum,	content	and	pedagogical	knowledges.		 	
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CHAPTER	8:	DISCUSSION	
Introduction	This	chapter	addresses	the	findings	in	relation	to	provision	of	personal	literacy	knowledge	for	pre-service	teachers	in	initial	teacher	education	programs	(ITE),	the	object	of	my	study.		I	begin	the	chapter	by	reflecting,	in	the	light	of	analysis,	on	the	problem	of	examining	the	contested	construct	of	personal	literacy	knowledge,	and	the	potential	significance	in	my	motivation	to	investigate	it.	 The	three	contributing	literacy	knowledges	of	curriculum,	content	and	pedagogy	are	considered	only	in	so	much	as	they	enabled	me	to	conceptualise	an	investigative	framework	that	created	space	for	the	construct	of	personal	literacy	knowledge.		The	key	findings	for	both	the	Historical	and	Current	Programs	are	appraised	for	meanings	they	hold	in	relation	to	the	research	questions.		These	are	meanings	relating	to	the	provision	of	historical	and	current	personal	literacy	knowledge,	and	the	notions	of	literacy	underpinning	them.		The	findings	are	then	appraised	in	terms	of	what	they	mean	as	current	representations	of	personal	literacy	knowledge,	and	as	representations	of	the	literate	teacher.		The	implications	of	these	findings	are	considered	in	the	context	of	developments	in	teacher	education	in	Australia.		That	is,	the	initial,	anticipated	meaning	of	personal	literacy	knowledge	is	contrasted	with	the	current	role	it	has	assumed.		Particular	attention	is	given	to	the	positioning	of	the	key	stakeholders	in	ITE	–	government	and	regulatory	agencies,	alongside	the	teacher	education	institutions	and	teacher	educators	in	relation	to	the	uptake	of	this	construct	with	its	different	semiotic	loadings.	
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The	chapter	then	addresses	the	limits	of	my	investigation	and	its	contribution	to	understanding	the	long	and	complex	discourse	surrounding	the	conceptualisation	of,	and	policy	developments	relating	to,	personal	literacy	knowledge.	Finally,	recommendations	are	suggested	for	future	research.		The	conclusion	to	my	thesis	re-orients	the	study	by	considering	what	the	Roses	and	Miss	Worthingtons	of	1917	might	make	of	the	present	era,	one	hundred	years	later,	with	its	constructs	of	personal	literacy	knowledge	informing	portrayals	of	the	literate	teacher	as	a	result	of	interwoven	discursive	practices	of	criticism,	debate,	review	and	policy	change.	
Appraising	the	problem	and	investigation	
Problematising	personal	literacy	knowledge	I	set	out	on	this	study	with	the	aim	of	investigating	the	concept	of	personal	literacy	knowledge	for	teachers.		The	problem	with	the	concept	was	that	from	introduction	and	throughout	its	continued	use,	the	meaning	has	been	contested.		The	chronology	of	the	term	from	its	first	appearance	in	2007	(Teaching	Australia,	2007)	was	presented	in	my	literature	review	(Chapter	3).		As	demonstrated	there,	the	term	gained	currency	in	government	and	independent	reviews	and	statements	relating	to	literacy	teaching,	teacher	quality	and	teacher	education.	Despite	the	initial	use	of	the	term	with	its	vague	meaning	and	questions	about	its	legitimacy	as	a	category	of	teachers’	professional	knowledge	(Adoniou,	2014),	the	term	was	not	discarded.		Remaining	an	undefined	category	of	knowledge,	it	continued	to	be	employed	in	ongoing	developments	in	ITE,	sitting	in	stark	contrast	to	the	established	and	much-quoted	categories	of	teacher	professional	knowledge	that	Shulman	(1986,	1987)	first	argued,	“underlie	
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teacher	understanding”	(p.	8).		My	literature	review	(Chapter	3)	revealed	how	the	first	discussions	between	teacher	educators	(ACDE)	and	the	government	regulator	(AITSL)	deliberated	over	the	lack	of	a	definition	and	the	government’s	reluctance	to	cite	explicitly	the	aspects	of	literacy	and	language	that	would	count	as	personal	literacy	knowledge.		The	review	further	showed	a	subsequent	absence	of	purposeful	discussion,	but	instead,	an	apparent	compliance	with	the	regulator’s	unswerving	commitment	to	a	definition	equating	to	“the	top	30%	of	the	population	for	literacy…achievement”	(Australian	Institute	for	Teaching	and	School	Leadership	(AITSL),	2014a,	2014b).		The	closest	concession	to	a	definition	offered	by	the	regulator	was	to	elaborate	the	top	30%	as	equivalent	to	Year	12	English	(matriculation),	and	thus	“a	proxy”	for	pre-service	teachers’	personal	literacy	knowledge	(Australian	Council	of	Deans	of	Education	(ACDE),	2014).		The	literature	review	thus	demonstrated	how	unclear	and	unmeasurable	benchmarks	remained	in	place,	with	the	terms	personal	literacy	and	personal	
literacy	knowledge	maintaining	currency	within	reviews,	policy	statements	and	debates	on	ITE,	teacher	knowledge	and	teacher	quality.	Personal	literacy	knowledge	gained	momentum	as	an	official	construct	in	subsequent	policy	statements	at	federal	and	state	levels.		The	resulting	directives	from	the	Teacher	Education	Ministerial	Advisory	Group	(Department	of	Education	and	Training	(DET),	2015,	2017;	Teacher	Education	Ministerial	Advisory	Group	(TMAG),	2015),	as	well	as	changes	to	ITE	program	standards	(Australian	Institute	for	Teaching	and	School	Leadership	(AITSL),	2015)	and	to	entry	requirements	for	teacher	education	degrees	(Australian	Institute	for	Teaching	and	School	Leadership	(AITSL),	2015;	NSW	Department	of	Education	&	Communities,	2013;	NSW	Department	of	Education	and	Training,	2009)	have	
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created	acceptance	of	the	term	personal	literacy	knowledge	in	the	discourse	of	ITE.			For	example,	the	NSW	state	education	regulator	names	the	pre-service	teacher	test	of	“personal	literacy”	(Board	of	Studies	Teaching	&	Educational	Standards	(BOSTES),	2015).		The	testing	authority	that	currently	administers	the	
Literacy	and	Numeracy	Test	for	Teacher	Education	(LANTITE)	test,	explains	that	it	is	“…designed	to	assess	initial	teacher	education	students’	personal	
literacy…”	(Australian	Council	for	Educational	Research	(ACER),	2017)	[my	emphasis].		Thus,	my	study	has	revealed	that	personal	literacy	knowledge	has	become	a	term	of	status	recognised	as	an	established	category	of	teacher	knowledge	associated	with	teachers’	professionalism.		I	was	initially	concerned	about	criticism	of	teachers’	literacy	knowledge.		I	was	concerned	further	about	speculation	of	government	intervention	and	teacher	testing,	particularly	testing	based	on	an	unknown	notion	of	literacy	knowledge.		My	findings	have	substantiated	that	these	concerns	were	valid.		Personal	literacy	knowledge	underpins	current	government	mechanisms	employed	to	pursue	teacher	quality,	while	at	the	same	time	framing	a	view	of	the	literate	teacher	palatable	to	society	for	shaping	its	future	citizens.		The	concept	of	personal	literacy	knowledge	for	teachers	now	has	legitimacy	and	currency	in	the	ITE	stakeholder	discourse.	
The	investigative	value	of	the	problem	In	the	planning	of	my	study,	the	imposition	of	doubtful	and	imprecise	understandings	of	personal	literacy	knowledge,	coupled	with	ongoing	criticism	of	teacher	quality,	political	intervention	and	the	upcoming	notice	of	pre-service	testing,	were	potent	motivators	for	me	to	investigate	the	construct	of	personal	literacy	knowledge	in	the	context	of	teacher	education.		This	initial	motivation	
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remained	strong	throughout	my	investigations.		Through	my	reading	it	became	clear	that	it	was	important	to	look	for	substance	behind	the	call	for	personal	literacy	knowledge,	and	determine	why	a	construct	previously	non-existent	in	ITE	discourse	was	suddenly	significant.		This	was	important	whether	or	not	there	was	an	antecedent	in	teacher	education	historically.		In	addition,	what	became	increasingly	important,	as	the	policy	intervention	ramped	up,	was	to	determine	how	teachers	were	being	identified	as	literate	professionals.		My	motivation	and	sense	of	a	potential	problem	worth	investigating,	led	to	research	questions	that	enabled	analysis	effective	in	revealing	considerable	evidence	that	personal	literacy	knowledge	for	teachers	is	a	construct	with	still-uncertain	meaning	but	increasing	permanence	in	ITE.	There	are	far-reaching	concerns	ensuing	from	this	investigation	that	frame	a	broader	view	of	developments	in	teacher	education	and	are	significant	in	this	discussion	chapter.			These	concerns	centre	on	the	privileging	of	particular	theoretical	assumptions	about	language	and	literacy	that	informed	the	construct	of	personal	literacy	knowledge	for	teachers	–	whose	knowledge	counts?		The	consequence	of	this	choice	is	seen	as	multiple	flow-on	effects	-	initially,	what	becomes	accepted	as	personal	literacy	knowledge	for	teachers;	what	informs	the	content	of	tests	for	pre-service	teachers,	and,	consequently,	what	is	determined	as	the	gatekeeper	role	for	the	profession;	and	finally,	who	contributes	to	that	determination?		These	positions	were	described	and	concerns	were	widely	expressed	in	the	literature	over	a	long	period	of	time,	and	I	discussed	many	of	them	in	Chapters	2	and	3.		For	example,	some	of	the	literature	addressed	effects	on	program	content	in	ITE	English	and	literacy	as	to	whether	it	was	forward-
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looking,	such	as	(Cope	&	Kalantzis,	2000;	Harper	&	Rennie,	2009;	Zipin	&	Brennan,	2006).		Other	literature	presented	a	backward-looking	stance	(Bostock	&	Boon,	2012;	Harper	&	Rennie,	2009;	Louden	&	Rohl,	2006).			My	study	shows	how	public	perception	of	teachers	is	affected,	specifically,	through	constructs	of	the	literate	teacher	that	would	be	shaped	by	policy	interventions	in	ITE	and	school	curriculum	(Christie	&	Misson,	1998)	in	both	national	and	international	literacy	testing,	as	well	as	the	political	and	social	discourse	surrounding	student	and	school	achievement	in	literacy	(Lo	Bianco	&	Freebody,	2001;	Wilson,	2007)	.		The	roles	of	both	government	(with	its	regulatory	agencies),	and	ITE	institutions	(with	their	associated	teacher	educators),	are	crucial	to	addressing	such	far-reaching	concerns	in	this	chapter.	
Findings:	provisions	of	personal	literacy	knowledge	Research	question	1	What	has	been	the	provision	of	personal	literacy	knowledge,	historically,	in	teacher	education	programs?	Research	question	2	What	personal	literacy	knowledge	is	provided	in	a	current,	representative	Initial	Teacher	Education	program?	Research	question	3	In	light	of	debates	about	teacher	literacy	standards,	how	has	the	provision	of	personal	literacy	knowledge	in	primary	teachers’	pre-service	education	evolved,	and	what	does	evidence	of	this	provision	reveal	about	constructions	of	the	literate	teacher?	The	three	research	questions	framing	my	study	identified	and	illuminated	the	provision	of	personal	literacy	knowledge	in	current	teacher	education.		First,	
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they	enabled	clarification	that	such	provision	has	been	part	of	teacher	education	historically;	that	is,	over	many	decades,	teacher	education	has	sought	to	cultivate	personal	literacy	knowledge	that	is	directly	related	to	teaching.		Therefore,	in	response	to	the	government	and	media	claims	about	teachers	being	deficient	in	literacy	knowledge,	and	suggestions	of	inadequate	provision	in	ITE,	the	study	has	revealed	substantial	provision	in	current,	as	well	as	past	programs.		Questions	one	and	two	provided	the	lens	for	this	search	for	evidence	by	focusing	specifically	on	data	from	the	Historical	Program	of	1917	and	the	Current	Program	of	2014,	revealing	evidence	of	the	nature	of	these	provisions.		The	findings	yielded	by	the	two	data	searches	presented	in	the	analysis	chapters	were	prodigious.			They	revealed	extraordinary	detail	of	the	scope,	constituency	and	discursive	practices	in	these	programs	pertaining	to	the	formation	of	teacher	literacy	knowledge.		Question	three	subsequently	drew	on	these	findings	to	clarify	the	evolution	of	conceptualisations	of	personal	literacy	knowledge,	but	more	importantly,	to	reveal	society’s	framing	of	teacher	identity	shaping	what	counts	as	a	literate	teacher.	The	research	questions	were	supported	by	the	conceptual	framework	I	created	of	professional	literacy	knowledges	based	on	Shulman’s	categories	of	teacher	knowledge	(1987).		This	framework	served	as	an	effective	mechanism	to	map	the	vast	territory	of	program	content	in	the	two	programs,	by	systematically	unpacking	and	classifying	aspects	of	literacy	knowledge	in	the	documentary	data.		In	retrospect,	the	framework	proved	to	be	vital,	given	the	extensive	evidence	representing	literacy	knowledge	in	both	programs.		Consequently,	the	study	has	been	able	to	isolate	the	provisions	of	personal	literacy	content	in	detail	to	reveal	constituents	of	personal	literacy	knowledge,	that	is,	what	counted	as	
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personal	literacy	knowledge	in	each	era.		This	evidence	is	a	rich	illustration	showing	how	provision	of	personal	literacy	knowledge	was	indeed	part	of	the	teacher	education	in	both	the	early	20th	and	early	21st	centuries	Three	meaningful	findings	emerged	from	the	data	analysis	in	relation	to	questions	one	and	two.		These	findings	form	the	basis	of	this	section	of	the	discussion.		First,	the	analysis	demonstrated	that	my	working	definition	was	essential	and	effective	in	analysing	what	proved	to	be	a	vast	amount	of	data.		For	the	current	program	this	is	significant	in	understanding	the	tension	identified	in	competing	government	and	ITE	understandings	of	literacy	and	personal	literacy	knowledge.			Second,	what	counted	as	personal	literacy	knowledge	in	the	two	eras	held	as	much	similarity	as	difference.		Third,	the	resulting	representations	of	literacy	in	each	era	reveal	what	literacy	knowledge	was	privileged,	and	what	was	absent,	in	the	conceptualising	of	personal	literacy	knowledge.	
Findings	in	relation	to	the	working	definition	My	working	definition	of	literacy	in	Chapter	2:	Defining	Literacy	was	effective	in	establishing	a	basis	for	determining	some	sense	of	personal	literacy	knowledge	as	a	construct	by	considering	changed	understandings	of	literacy	in	both	theory	and	practice	over	time.		The	Luke,	Freebody	and	Land	(2000)	definition	that	models	literacy	as	“a	repertoire	of	practices”	was	selected	over	more	traditional	definitions	and	models	of	literacy	as	print-based	reading	and	writing	skills.		The	repertoire	of	practices	definition	proved	agile.		It	had	a	capacity	to	accommodate	a	wide	range	of	literacy	understandings.		This	capacity	was	particularly	helpful	in	a	study	spanning	two	eras	of	teacher	education,	1917	and	2014.		Also,	as	I	investigated	personal	literacy	knowledge,	this	definition		had	a	particular	capacity	to	account	for	the	different	ways	the	term	‘literacy’	was	
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being	employed	across	reviews,	academic	discourse,	discursive	practices	in	teacher	education,	and	policy.	My	pursuit.	in	Chapter	2:	Defining	Literacy	of	constituents	of	personal	literacy	knowledge	in	terms	of	its	defining	elements,	began	within	the	discourse	of	government	and	the	Australian	teaching	regulator	(AITSL).		Here,	the	construct	of	personal	literacy	knowledge	conveyed	more	about	political	mechanisms	for	intervention	to	address	standards	in	ITE	and	less	about	constituent	elements	of	literacy.		The	closest	indicator	to	constituency	was	the	generalisation	that	Year	12	literacy	attainment	in	secondary	school	served	as	a	proxy	for	ITE’s	personal	literacy	knowledge	requirement.		The	very	notion	of	proxy	and	approximation	pointed	to	an	uncertain	sense	about	precisely	what	was	relevant	in	a	secondary	student’s	subject-English	experiences,	culminating	in	Year	12.		The	conflation	of	school	syllabus	content	with	a	body	of	assessable	literacy	knowledge	for	ITE	meant	that	the	policy	on	teacher	literacy	was	equivocal;	far	from	distinct	or	categorical,	but	certainly	evasive.		It	served	only	to	provide	the	assessment	instrument	all	manner	of	scope	and	no	restrictions.		The	dangerous	implication	here	was	the	precarious	fluidity	that	stems	from	the	use	of	proxies	for	what	would	constitute	the	high-stakes	construct	of	personal	literacy	knowledge.		A	serious	challenge	was	identified	for	teacher	educators,	since	they	would	be	the	stakeholders	in	ITE	obliged	to	devise	student	support	and	preparation	mechanisms	for	external	tests	about	which	little	was	known.	Further	pursuit	of	a	sense	of	definition	in	Chapter	4:	Literature	Review,	shifted	to	the	discourse	and	discursive	practices	of	teacher	education.		Here,	the	construct	of	literacy	conveyed	more	about	expanding	literacy	knowledge	and	capacities	to	engage	in	meaning-making	within	multimodal	worlds	of	study	and	
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workplace,	and	less	about	a	traditionally	narrow	scope	of	assessable	sub-technical	skills	constrained	by	expectations	of	generic	written	texts	in	school	and	prescribed	literature.		In	ITE	there	was	a	clear	sense	of	literacy	being	defined	as	enabling	potential.		That	is,	provision	of	personal	literacy	knowledge	was	associated	with	high	levels	of	mastery	and,	therefore,	competence,	through	specific,	targeted	teaching	and	learning	engagements.			The	underpinning	ITE	approach	to	personal	literacy	knowledge	was	in	polar	opposition	to	an	approach	based	on	specific	aspects	of	literacy	knowledge	that	might	constitute	a	standardised	test	instrument.		Rather,	the	ITE	approach	focused	on	determining	pre-service	teachers’	personal	literacy	capacities	and	requirements	on	entry	to	a	program,	and	then	enhancing	and	extending	them	toward	the	candidate’s	transition	into	the	professional	workplace.		Thus,	discourse	around	the	dilemma	of	what	counted	as	personal	literacy	knowledge,	from	Teaching	Australia’s	initial	notion	through	to	government	policy	LANTITE	assessment,	realised	not	one	agreed	definition,	but	two	jig-saw	pieces	from	seemingly	different	puzzles.	
What	counted	as	personal	literacy	knowledge?	As	could	be	imagined,	teacher	education	in	NSW	in	1917	was	politically,	socially,	culturally,	and	technologically	far	apart	from	that	of	2014.		I	expected,	then,	that	the	representations	of	personal	literacy	knowledge	in	the	respective	programs	would	be	similarly	far	apart.			However,	analysis	of	these	representations	clearly	reveals	that	what	counted	as	personal	literacy	knowledge	across	different	eras	held	as	much	similarity	as	difference.			In	turn,	these	similarities	and	difference	made	apparent	key	features	of	teacher	identity	in	relation	to	historical	and	current	expectations	of	the	literate	teacher.		These	revelations	are	important	for	understanding	different	conceptualisations	of	
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personal	literacy	knowledge,	particularly	in	light	of	the	current	program	and	the	tension	between	the	two	major	stakeholders,	the	Australian	regulator	and	ITE	institutions.	Difference	was	the	assumed	marker	of	the	data	even	before	the	analysis	began,	as	two	aspects	of	personal	literacy	knowledge	were	not	held	in	common	lexicon;	that	is,	the	20th/21st	Century	concepts	and	terms	literacy	and	pedagogy.		Analysis	was	prefaced	with	the	fundamental	understanding	from	the	literature	review	that	literacy	as	a	concept	and	discourse	item	had	no	currency	in	the	beginning	of	the	20th	century,	whereas	it	was	prolific	within	education	and	socio-cultural	contexts	by	the	end	of	the	20th	century.		This	suggested	data	sets	taken	from	periods	one	hundred	years	apart	would	be	practically	incomparable,	and	therefore	of	little	meaningful	value	for	understanding	current	demands	for	personal	literacy	knowledge	and	the	consequent	teacher	identity	that	it	constructs.	However,	on	initial	analysis	it	was	realised	that,	ironically,	proxies	would	serve	to	offer	potential	points	of	comparison.		Analysis	of	the	historical	data	relied	on	references	to	English	and	proxy	terms	established	in	the	methodology	(Chapter	5)	such	as	language,	literature,	reading,	and	writing,	grammar.		Analysis	of	the	Current	Program	data	also	used	those	terms,	but	analysis	was	much	easier,	given	the	proliferation	of	terms	literacy,	literacies	and	literate	in	current	curriculum	and	syllabus	discourse.		Similarly,	pedagogy	as	a	concept	and	discourse	item	did	not	have	currency	in	the	Historical	Program	era,	whereas	in	the	current	era,	pedagogy	is	prolific	in	educational	discourse.		The	analysis	showed	the	wide-ranging	scope	of	‘proxies’	for	what	is	currently	understood	as	pedagogy	in	both	eras,	with	some	items	in	common	such	as	lesson	and	
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method/methodology,	and	others	not	so,	such	as	historical	treatment	and	current	
unit	of	work.	These	fundamental	discourse	differences	aside,	the	data	presented	many	conspicuous	similarities	across	the	two	programs,	whereby	both	programs	had	aspects	of	personal	literacy	knowledge	held	in	common,	but	realised	with	striking	variation.				Table	21	lists	these	aspects	of	personal	literacy	knowledge.		The	commonality	was	surprising	because	of	the	near	century-long	timespan	between	data	sets,	and	the	sheer	breadth	of	what	counted	for	personal	literacy	knowledge.		But	more	importantly,	it	was	the	variations	in	how	each	was	realised	in	their	respective	programs	that	manifest	clearly	two	quite	different	representations	of	personal	literacy	knowledge.		Some	aspects	were	significant	in	both	programs,	but	significantly	different.		For	example,	English	language	in	the	Current	Program	was	Standard	Australian	English	(SAE)	mandated	in	the	Australian	Curriculum	(Australian	Curriculum	and	Reporting	Authority	(ACARA),	2014)	as	the	language	for	schooling.		For	teachers,	there	is	the	inherent	expectation	to	model	SAE,	but	no	ITE	requirements	for	pre-service	teachers	to	analyse	their	speech	for	correct	accent,	pronunciation,	articulation	or	speech	errors.		For	teacher	trainees	in	1917,	Standard	British	English	was	the	language	for	schooling	with	prescribed	pronunciation,	accent	and	articulation.		The	Historical	Program	provided	extensive	literacy	knowledge	of	speech	(Phonetics	
First	Year	–	Science	of	Speech)	in	relation	to	correction	and	therapy.		Teacher	trainees	were	directed	to	apply	this	to	their	own	speech/dialects	and	correct	as	necessary.		Examination	questions	asked	trainees	to	describe	their	own	speech	and	indicate	what	steps	had	been	taken	to	correct	errors.		This	variation	in	treatment	of	spoken	English	points	to	two	very	different	representations	of	the	
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construct	of	personal	literacy	knowledge;	the	historical,	heavily	prescribed	and	fixed,	and	requiring	compliance,	and	the	current,	implying	autonomy	and	judgement	but	requiring	considerable	understanding.		
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Table	21	Aspects	of	personal	literacy	knowledge	in	common	across	Historical	and	Current	Programs	-	Realisation	differences	
Realisation	in	Current	Program	(CP)	 Realisation	in	Historical	Program	(HP)	
Scope	of	literacy	-	multiliteracies	 Scope	of	literacy-	traditional	print-based	reading	and	writing	
Literature	focus	–	children’s	literature,	Australian	and	other;	study	for	teaching	reading	–	linguistic	nature	of	children’s	literature	–	multimodal	-	decoding,	comprehension,	reader	response,	recreational;	integration	across	KLA.	
Literature	focus	–	independent	study	of	adult	level	texts;	British	canon	and	intellectual	historical/political	titles.	
Social	and	cultural	values	-	implied	Australian;	multicultural,	social	issues,	individual	difference;	personal	response.		 Social	and	cultural	values	-	explicitly	British	Empire,	British	cultural	superiority;	aesthetic	values	and	taste.	
Theory	-	theory	and	research	underpinning	KLAs,	pedagogy,	education,	learning,	child	development;	for	example,	functional	grammar,	inquiry	learning.		
Theory	-	none	specified;	Montessori	principles	and	methods	studied,	classical	Greek	philosophy	of	education	considered.	
Programming	and	planning	-		‘programming	and	planning’	term	not	evident	in	relation	PLK;	used	frequently	in	relation	to	literacy	pedagogical	knowledge	in	KLA	contexts.	
Programming	and	planning-	planning	evident	in	literacy	pedagogical	knowledge	learning	for	mastering	daily	blackboard	schema	in	demonstration	school	modeling;	possible	proxy	with	‘explaining	method	for…treatment	of...”	in	Methods	courses.	
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Realisation	in	Current	Program	(CP)	 Realisation	in	Historical	Program	(HP)	
English	language	-	Standard	Australian	English	(SAE)	as	the	language	for	schooling;	AEL/D	priority.	 English	language	-	Standard	British	English	as	the	language	for	schooling;	prescribed	accent,	pronunciation,	articulation;	correction	and	therapy	for	EAL/D	pupils	and	teacher	trainees	with	“speech	errors”.	
Realisation	in	Current	Program,	continued	
Writing	-	PLK	relates	only	to	academic	writing	-	grammatical	knowledge	and	control	of	academic	texts,	e.g.	critiques	and	essays;	no	indicated	requirement	to	demonstrate	mastery	of	curriculum/KLA	related	text	types;	broad	explicit	pedagogic	base;	shallow	culturally-informed	educative	base.	
Realisation	in	Historical	Program,	continued	
Writing	-	PLK	expectation	to	demonstrate	control	of	various	curriculum/subject	related	texts;	intellectual	essay,	analysis,	critique	writing	required	in	other	studies,	e.g.	literature,	civics;	no	explicit	pedagogic	base;	deep	culturally-informed	educative	base.	
Visual	literacy	-	visual	literacy	within	English	and	literacy-designated	units	–	not	as	visual	arts/crafts;	visual	semiotic	system	as	meaning-making;	construct	and	comprehend	visual	images	and	representations	in	and	for	multimodal	texts.	
Visual	literacy	-	arts	and	crafts	-	practical;	technical	drawing,	handwriting,	teacher	blackboard	drawing	–	all	examined;	‘fine’	arts-	history/critique;	European/Renaissance	focus;	developing	superior	aesthetic	values	and	taste.	
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Realisation	in	Current	Program	(CP)	 Realisation	in	Historical	Program	(HP)	
Reading	-	importance	of	reading	as	the	cornerstone	in	relation	to	government	mandates,	national	and	international	testing	of	literacy;	follow-on	requirements	for	ITE	programs;	PLK	focus	explicit	in		developing	capacity	to	read	aloud;	integral	to	engaging	students	in	reading	and	learning	about	texts	in	shared	reading	(pedagogy);	drama	integration	(assessed);	comprehension	of	texts	(academic)	at	literal,	inferential	and	critical	levels;	reading	for	knowledge	and	understanding	of	curriculum	documents.	
Reading	-	not	explicitly	presented	as	curriculum	cornerstone	–	focus	on	decoding	as	sight	and	phonics	functions;	comprehension	typically	as	factual;	PLK	focus	explicit	in	trainees’	own	reading	and	response	with	intellectual,	socio-political,	cultural,	literature;	a	significant	cornerstone	of	the	teacher-training	program;	teacher	reading	aloud	–	expression	–	high	emphasis	on	modelling	eloquent,	dramatic	readings,	recitations,	poems	(assessed).	
Model	of	learning	-	socio-cultural,	constructivist,	inquiry	models;	minor	behaviourist;	understanding	of	literacy	learning	and	literacy	knowledge	as	self	constructed,	language	has	socially	derived	genres,	texts,	forms;	interactive	novice-expert;	teacher	as	designer	and	facilitator	of	learning;	teacher	negotiates	the	curriculum.	
Model	of	learning	-	implied	behaviourist/didactic	model:	direct-instruction	master-apprentice	set,	prescribed	knowledge;	recording	of	given	knowledge,	memorisation,	spelling,	poems;	prescribed	forms	(subject	dependent,	to	teacher	as	master	instructor	–	pupil	as	apprentice	–-		teacher	delivers	a	prescribed	curriculum.	
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Realisation	in	Current	Program	(CP)	 Realisation	in	Historical	Program	(HP)	
Classroom	talk	-	significant	constructivist	role	in	teaching/learning	engagements;	Realisation	in	Current	Program,	importance	of	discussion	and	teacher	capacity	to	question	as	motivation	and	elicitation	(dialogics),	less	querying	and	assessment	of	students’	knowledge;	student	centred	–	engaging	students	in	meaningful	talk	with	deep	knowledge	of		complex	dialogic	strategies.	
Classroom	talk	-	silent	classroom;	teacher	as	model	of	speech	and	speaking;	Realisation	in	Historical	Program,	questioning	technique	–	asking	and	responding	to	pupils’	responses;	dominance	of	teachers’	transmission	of	information/knowledge,	questioning	skills;	questioning	for	assessing	extent/accuracy	of	pupils’	acquired	knowledge	in	subject	areas;	strong	emphasis	on	teacher	pedagogy;	supports	teacher	as	delivering	curriculum	–	unsophisticated	dialogic	engagement.	
Knowledge	-	teacher	not	seen	as	source	of	knowledge	in	the	cyclopedic	sense;	expectation	is	in	relation	to	accessing	and	working	with	knowledge	and	information,	explaining,	procedural.		
Knowledge	-	PLK	encompasses	the	capacity	to	articulate	extensive	but	culturally-bounded	knowledge	across	school	subjects	and	intellectual	discourse	within	visual	art,	beauty,	history	(British),	politics	(British),	society,	and	classics,	studies	of	society	and	culture	course	–	points	to	teacher	knowledge	credibility.	
Grammar	-	PLK	with	Australian	school	grammar	(ACARA)	-	traditional	and	functional	hybrid	form;	function	over	form;	 Grammar	-	course	entry	requirements	(entrance	examination);	traditional	sub-technical/mechanical	sentence	and	word	level	
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Realisation	in	Current	Program	(CP)	 Realisation	in	Historical	Program	(HP)	extensive	and	systematic	in	academic	literacy-designated	units;	haphazard,	piecemeal	knowledge	in	literacy	curriculum	and	content	knowledges.	
focus;	extensive,	far	more	breadth	and	depth	than	in	current	program;	complex,	e.g.	parsing,	accidence,	clause	analysis;	form	over	function	though	induction	teaching/learning	focus,	but	contrived	cf.	authentic	texts.	
Communication	-	teachers	own	oral	communicative	competency	focus	across	the	program	units;	important	in	classroom	and	para-professional	contexts;	frequent	re-visiting	of	communicative	competency	from	different	perspectives	across	the	professional	units;	strong	commitment	to	oral	literacy	as	communicative	competence.		
Communication	-	as	modeling	high	standards	of	oratory,	elocution,	recitation,	dramatic	reading,	poetry	treatments,	choral	speaking,	speechmaking,	command	and	skill	with	spoken	language	and	rhetoric;	strong	commitment	to	oral	literacy	as	performance.	
	
Technology		-	ICT	emphasis	on	PLK	in	relation	to	meaning-making		with	digitally	generated	and	accessed	information;	further	PLK	focus	on	meaning-making	with	new	and	challenging	multimodal	digital	texts,	e.g	blogs,	wiki,	presentation		
	
Technology		-	blackboard	as	classroom	technology;	daily	scheme	of	working	presented	via	blackboard	in	multimodal	fashion;	PLK	in	relation	to	clarity	of	instruction,	information	construction	(often	‘notes	to	be	copied’),	task	instructions,	directions,		
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Realisation	in	Current	Program	(CP)	 Realisation	in	Historical	Program	(HP)	information	and	visual	design	on	an	interactive	work	document	accessed	by	pupils.	
Handwriting	-	not	evident	at	all	in	the	program	documents;	keyboarding	not	evident	as	PLK	(in	context	of	ICT	literacy	unit).	 Handwriting	-	high	priority	teaching	requirement;	examined	in	relation	to	blackboard	schema.	
Engagement	with	stakeholders	-	PLK	for	engaging	with	parents,	allied	professionals,	professional	learning;	strong	focus	on	knowledge	of	communication	for	professional	engagement	
Engagement	with	stakeholders	-	no	evidence	of	engagement	with	stakeholders	
Spelling	-	no	explicit	PLK	in	relation	to	diagnostic	or	development	work	with	pre-service	teachers	own	spelling;	explicit	assessment	item	in	various	assignment	rubrics.		
Spelling	-	PLK	not	evident	in	relation	to	spelling;	also	not	a	content	item	in	the	course	entry	examination.	
	
	
Some	aspects	of	literacy	were	significant	in	one	program	but	not	realised	at	all	in	the	other.		For	example,	the	Current	Program	prioritised	engagement	with	various	stakeholders	in	schooling,	as	well	as	with	students.		Pre-service	teachers	were	expected	to	develop	communication	skills	to	engage	with	colleagues,	paraprofessionals,	external	experts,	professional	mentors,	and	especially	with	parents.		Personal	literacy	knowledge	provision	supporting	communication	was	substantial,	recurring	across	KLA	and	professional	units	in	varied	ways.			The	Historical	Program	revealed	no	evidence	of	engagement	outside	the	classroom,	aside	from	writing	reports	to	parents	of	pupils’	achievement.		Thus	again,	there	are	two	very	different	representations	of	the	construct	of	personal	literacy	knowledge;	the	current,	revealing	a	strong	commitment	to	oral	literacy	and	communicative	competence	to	facilitate	independence	and	professional	expertise	beyond	the	classroom,	and	the	historical,	confining	oral	literacy	and	communication	to	classroom	modeling	of	high	standards	of	oratory	and	rhetoric,	revealing	a	strong	commitment	to	delivery	of	curriculum	that	is	culturally	bound	and	the	very	model	of	knowledge	and	skills	highly	valued	in	educated	society.	Only	one	aspect	of	personal	literacy	knowledge,	spelling,	was	not	evident	in	documentation	analysed	in	either	program.		This	was	surprising,	given,	on	one	hand,	the	government	and	media	perceptions	of	teachers'	lack	of	spelling	prowess	-	Can’t	spell	
can't	write	(Mitchell	&	Cook,	2006);	and	on	the	other,	traditional	school	and	social	expectations	of	prescribed	forms	and	intolerance	for	error	as	revealed	in	the	Historical	Program.		The	Current	Program	provided	personal	literacy	knowledge	in	relation	to	diagnostic	or	development	work	with	pre-service	teachers’	own	spelling;	however,	the	expectation	of	correct	spelling	was	an	explicit	assessment	criterion	in	most	assignment	rubrics.		The	Historical	Program	also	provided	no	personal	literacy	knowledge	in	
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relation	to	spelling;	however,	spelling	was	not	listed	as	an	assessment	item	in	the	course	entry	examination	description.	Rather	than	reiteration	here	of	the	detail	of	personal	literacy	knowledge	and	variant	realisations,	the	general	orientation	of	each	representation	demonstrates	better	how	each	era	conceptualised	personal	literacy	knowledge.		The	Historical	Program	is	marked	by	what	I	have	called	a	distinctly	mature	adult	disposition	to	personal	literacy	knowledge.		The	Current	Program,	on	the	other	hand,	is	marked	by	what	I	will	refer	to	as	a	distinctly	professional	educator	disposition.		The	following	overview	of	these	two	dispositions	offers	a	clearer	sense	of	how	personal	literacy	knowledge	was	conceptualised.		More	especially,	it	helps	negotiate	the	epistemological	issues	raised	in	the	Introduction	and	Methodology	chapters	around	understanding	personal	literacy	knowledge	for	teachers	in	terms	of	purpose,	construct,	and	realisation.	The	Historical	Program	highlighted	a	conceptualisation	more	disposed	to	educating	the	adult	than	the	school	pupil.		Personal	literacy	knowledge	provided	trainees	with	advanced	levels	of	learning	with	adult	content	not	always	related	to	school	curriculum.		Studies	of	literature	were	oriented	solely	to	adult	engagement	in	content	more	typical	of	upper	high	school	and	university.		This	is	clear	from	the	reading	list	of	adult	titles	from	authors	such	as	Ruskin,	Bronte,	Hardy	and	Scott.		The	analysis	of	the	two	English	courses	revealed	independent	studies	in	advanced	literature	analysis	and	criticism	of	the	British	canon,	demanding	intellectual	rigour	and	considerable	personal	reading.		These	studies	gave	only	indirect	background,	if	anything,	to	the	content,	curriculum	or	pedagogical	knowledge	of	primary	teaching.		The	given	rationale	described	a	focus	on	developing	attitudes	and	values	to	do	with	“the	moral,	social,	and	aesthetic	questions	raised	by	these	works”,	with	aims	of	“developing	literary	taste	and	appreciation…in	addition,	it	is	intended	to	interest	the	student	in	the	study	of	the	ideals	
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of	British	Patriotism…”	(English	Second	Year	Course).		The	literacy	knowledge	provided	in	these	courses	is	personal,	immersing	trainees	in	highly	complex	forms	of	written	literacy,	as	well	as	the	values	of	the	time	to	be	taught	via	literature.		It	certainly	was	not	the	daily	immersion	in	poetry	that	brought	school-pupil	Rose	such	joy	in	Miss	Worthington’s	class	when	reciting	“Hot	July	brings	cooling	showers,	Apricots	and	gilly	flowers.”	(Chapter	2:	1	Literacy	as	basic	skills	–	the	Early	twentieth	century).	The	historical	program	also	provided	for	trainees’	self-improvement.		Learning	the	International	Phonetic	Alphabet	(IPA)	enabled	accurate	vowel	and	consonant	pronunciation	that	would	eventually	support	trainees	in	teaching	their	pupils	“Drill	in	sounds	which	differ	in	the	speech	of	students	from	those	standard	English	to	the	extent	of	rendering	it	careless	or	‘uneducated’”	(Phonetics	First	Year	Course).		However,	there	was	an	immediate	focus	of	ensuring	that	as	future	teachers,	trainees	could	correctly	speak	the	prescribed	English.		Studies	in	essay	writing	were	solely	to	improve	trainees’	academic	writing,	as	the	‘essay’	was	not	a	writing	form	typical	of	primary	school	curriculum	at	the	time	(Method	in	English	Year	One).			Studies	in	Rhetoric,	aligned	with	the	essay,	aimed	to	improve	sentence	mechanics	and	sub-technical	grammar	to	develop	the	correctness,	authority	and	effect	in	both	written	and	spoken	language	expected	of	a	teacher.			While	the	mechanics	and	grammar	of	words	and	sentences	were	typical	of	primary	curriculum,	the	adult	vocabulary	such	as	“tenacious,	ardent,	manifolded,	prodigious”	for	analysing	“error,	defect	and	ambiguities	…roots,	and	images”	(examination	Rhetoric	Year	1)	oriented	the	studies	to	developing	trainees’	personal	literacy	knowledge	to	an	advanced	level.	The	pattern	of	educating	the	adult	continued	in	the	Historical	Program.			Personal	literacy	knowledge	underpinned	trainees’	acquisition	of	knowledge	with	offerings	of	studies	at	levels	of	mature	adult	intellect.		That	is,	studies	in	society	and	
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culture,	matters	of	civics,	English	law	and	political	institutions,	problems	of	war,	democracy	and	commonwealth.		The	evidence	from	the	historical	program	suggests	that	this	contributing	knowledge	enabled	trainees	to	become	personally	literate	enough	to	be	a	necessary,	sole	source	of	knowledge	for	children,	and	to	be	able	discuss	and	quote	from	a	range	of	knowledge	domains	such	as	the	literature,	political	and	cultural	heritage	of	British	education.			This	expectation	was	also	consistent	with	the	paucity	of	at-hand	information	at	that	time,	and	certainly	with	models	of	didactic	pedagogy	of	the	early	20th	century	where	the	teacher	was	the	holder,	provider	and	arbiter	of	knowledge	in	the	classroom.		Research-based	descriptions	of	this	era’s	approach	to	teaching	are	often	detailed	for	pre-service	teachers	in	ITE	texts	such	Kalantzis,	Cope,	Chan	and	Dalley-Trim	(2016).	By	contrast,	the	Current	Program	did	not	position	teachers	as	a	source	of	cyclopedic,	at-hand	knowledge.		The	cyclopedic	role	became	one	of	negotiator-guide	to	information	and	its	sources,	requiring	a	very	different	body	of	personal	literacy	knowledge	for	dealing	with	new	understandings	about	knowledge,	learning	and	the	role	of	knowledge	in	learning.		Further,	the	role	of	knowledge-holder	was	dramatically	superseded	by	instant	digital	access	at	children’s	fingertips	to	virtually	boundless	knowledge	and	information	from	overwhelmingly	large	databases.		This	dramatic	evolution	of	personal	literacy	knowledge	highlighted	that	the	Current	Program’s	conceptualisation	was	more	disposed	to	supporting	pre-service	teachers’	development	as	professional	educator	rather	erudite,	articulate	intellectual.	This	professional	educator	disposition	was	clearly	evident	in	the	program’s	distinctive	focus	on	educational	theories.			Personal	literacy	knowledge	was	required	across	modes	of	reading,	writing,	speaking	and	listening	to	engage	in	specialist	discourse	of	educational	theory.		There	was	an	impression	of	a	considered	endeavor	on	
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the	part	of	teacher	educators	to	focus	pre-service	teachers’	attention	on	gaining	control	of	the	specialist	discourse	in	these	areas	in	order	to	present	as	credible	professionals	in	the	workplace	among	paraprofessionals	and	other	stakeholders.		The	literacy	knowledge	that	ITE	applicants	brought	to	their	studies	from	secondary	schooling	would	have	been	insufficient	to	engage	with	the	challenging	discursive	practices	of	theoretically-derived	knowledge	of	child	cognition,	behaviour,	special	needs	and	linguistics.		Successful	ITE	study	of	a	“discipline	model	based	on	beliefs,	theory	and	models	of	child	development”	(Children’s	Development	and	Behaviour),	or	“Maslow	and	the	hierarchy	of	human	needs”	(Special	Needs	Education),	or	field,	tenor	and	mode	in	Halliday’s	theory	of	language	register	(New	Literacies),	rested	on	the	provision	of	specific	personal	literacy	knowledge	and	skills.	The	disposition	towards	professional	educator	was	further	evident	in	personal	literacy	knowledge	and	the	visual	literacy,	and	is	understood	best	by	comparisons.			The	practical	art,	craft	and	performance	elements	of	the	Current	Program’s	Visual	and	
Performing	Arts	units	compared	as	mostly	similar	to	the	Drawing	and	Applied	Art	courses	in	the	Historical	Program.		The	significance	in	the	comparison	is	simply	that	teacher	trainees	undertook	practical	activity	to	become	skilled	exponents	in	complex,	examinable	domains	of	artistic	and	technical	drawing,	flawless	handwriting,	and	blackboard	drawing.	However,	pre-service	teachers	undertook	practical	craft	activities	solely	to	be	familiar	with	them	and	have	sufficient	knowledge	to	teach	them.		Of	much	more	significance	is	the	visual	literacy	within	the	Current	Program’s	English	and	literacy-designated	units.		Here,	the	focus	on	making	meaning	with	images	and	graphic	representations	as	legitimate	texts	aligns	the	visual	semiotic	system	with	the	traditionally	privileged	linguistic	semiotic.		The	implications	for	provision	of	personal	literacy	knowledge	are	considerable.		The	nearest	Historical	Program	comparison	was	
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the	art	appreciation	studies	of	European	Renaissance	artworks;	not	unlike	the	literary	canon,	along	with	aesthetics,	beauty,	and	taste.		Personal	literacy	provision	would	involve	metalanguage	to	introduce	children	to	culturally-approved	good	art,	but	not	as	a	language	for	reading	and	constructing	everyday	visual	text.		Consequently,	visual	literacy	in	the	Current	Program	represented	an	enormous	boundary	shift	in	what	counted	as	literacy,	from	a	single	traditional	linguistic	construct	of	literacy	to	literacy-as-literacies	or	multiliteracies	(New	London	Group,	1996,	2000).		Personal	literacy	knowledge	encompassing	multiliteracies	knowledge	was	a	substantial	provision	in	the	Current	Program	that	expanded	pre-service	teachers’	literacy	capacities	as	future	professional	educators.	Thus,	the	impact	of	these	two	similar,	but	different,	representations	of	personal	literacy	is	that	they	realise	two	contrasting	conceptualisations	of	personal	literacy	knowledge	with	which	to	view	not	only	the	way	personal	literacy	knowledge	has	evolved,	but	also	how	they	frame	teacher	identity.		The	Historical	Program’s	conceptualisation	is	a	provision	of	accepted	forms	of	knowledge	and	usage	for	a	single	standardised	form	of	language	with	explicit	intent	for	conformity	to	prescribed,	accepted	social	and	values	and	attitudes	of	the	nation.		In	relation	to	school	literacy,	knowledge	is	unquestioned	and	centred	around	socially-accepted	content;	reading	is	intellectual	and	analytical,	writing	is	formulaic,	content-driven	forms	underpinned	with	prescriptive	knowledge	about	language	to	illuminate	the	mechanics	of	words	and	sentences,	and	oracy	is	maintenance	of	language	purity,	and	performance	of	the	eloquent	and	dramatic.		This	is	personal	language	knowledge	disposed	to	acceptable	and	well-educated	teachers.	The	Current	Program’s	conceptualisation	is	a	provision	of	knowledge	to	develop	a	diverse	range	of	literacy	capacities	for	engaging	in	the	discourse	and	meaning-making	
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practices	of	teaching,	navigating	the	curriculum	and	engaging	beyond	the	classroom.		In	this	conceptualisation,	personal	literacy	knowledge	engages	multiple	semiotic	systems.	The	‘diversity’	marker	of	this	conceptualisation	accounts	for	the	multiplicity	of	needs,	abilities	and	cultures	of	learners	as	well	as	multiple	and	diverse	curriculum	demands	of	primary	school	in	the	21st	century.		Personal	literacy	knowledge	for	pre-service	teachers	includes	knowledge	about	language	that	describes	and	accounts	for	autonomous	and	innovative	meaning-making	rather	than	prescribing	official,	correct	forms.		Such	knowledge	operates	with	sub-technical	mechanics	of	sentence	and	word,	but	even	more	effectively	above	that	to	make	salient	the	diversity	of	an	array	of	cultural-driven	texts	of	ever-changing	curriculum.	The	historical	conceptualisation	of	personal	literacy	knowledge	was	in	step	with	the	1917	world	of	acquiring	knowledge,	values	and	taste	befitting	the	cultural	uniformity	required	to	maintain	hard-won	imperial	globalisation.		The	personal	literacy	knowledge	of	multiliteracies	and	professionalism	is	in	step	with	the	diverse	demands	and	challenges	of	being	literate	in	the	21st	century,	an	era	of	unplanned	globalisation	driven	by	technological,	linguistic,	cultural	and	economic	change.	
Conceptualisations	and	definitions	of	literacy	The	Luke,	Freebody	and	Land	(2000)	definition	of	literacy	is	the	working	definition	for	my	study	and	is	used	here	to	guide	the	reading	of	the	two	conceptualisations	of	personal	literacy	knowledge	gained	from	the	data	analysis.	Literacy	is	the	flexible	and	sustainable	mastery	of	a	repertoire	of	practices	with	the	texts	of	traditional	and	new	communications	technologies	via	spoken	language,	print	and	multimedia.	(p.	9)	The	Luke	et	al.	definition	is	broad.		For	the	present	purpose	of	interpreting	the	two	conceptualisations	of	personal	literacy	found	in	my	study,	this	brings	an	advantage	
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of	neutrality.		The	definition	goes	beyond	literacy	as	perfunctory	engagement	with	reading	and	writing,	and	further,	does	not	make	a	commonly-held	distinction	with	literacy	and	language	established	in	linguistics	(Christie,	2005;	Kern,	2000)	where	
literacy	is	reading	and	writing,	and	oracy	is	‘language’.		As	argued	earlier	in	this	chapter,	the	definition	penned	by	Luke	et	al.	has	the	capacity	to	accommodate	the	wide	range	of	literacy	knowledge,	understandings,	and	discursive	practices	both	traditional	and	contemporary.		It	can	account	for	the	different	ways	the	term	literacy	has	been	used	across	reviews,	academic	discourse,	discursive	practices	in	teacher	education,	and	policy.		Furthermore,	it	can	accommodate	the	breadth	of	what	each	conceptualisation	sought	to	count	as	literacy	knowledge.		In	a	sense,	Luke	et	al.'s	definition	is	the	lens	used	to	interrogate	juxtaposing	conceptualisations,	as	it	permits	the	widest	scope	of	what	literacy	is	taken	to	mean	today;	neither	conceptualisation	is	privileged,	and	neither	defines	literacy	or	competes	against	the	other.			Thus,	in	another	sense,	both	historical	and	current	conceptualisations	are	being	located	on	a	map	to	better	understand	the	territory	they	cover.		Such	an	understanding	is	important	so	as	to	account	for	differing	constructions	of	literacy	that	shape	the	literate	teacher,	and	to	explain	the	tension	around	privileging	what	counts	as	personal	literacy	knowledge	in	current	ITE	and	high	stakes	testing	(LANTITE).	The	Historical	Program	conceptualisation	of	personal	literacy	knowledge	centres	on	a	subject-content	and	knowledge-oriented	curriculum.		Luke	et	al.'s	definition	highlights	this	propensity	for	knowledge	in	the	Historical	Program	and	its	conceptualisation	of	personal	literacy	knowledge	as	predisposed	to	various	teacher	treatments	of	content	knowledge	in	everyday	lessons.		The	personal	literacy	knowledge	intrinsic	to	knowledge	acquisition	and	transmission	is	limited,	particularly	in	the	English	strand	of	language.		For	the	scholarly	English	strand	of	literature,	considerably	
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more	demanding	literacy	knowledge	is	needed.		That	is,	given	the	higher	levels	of	cognitive	engagement	in	the	most	complex	adult	literature	of	the	time,	the	necessary	cueing	systems	of	reading	(graphophonemic,	syntactic	and	semantic,	and	pragmatic)	at	advanced	level,	indicate	that	teacher	trainees	were	indeed	developing	flexible	and	certainly	sustainable	literacy	practices.		Without	these	practices,	reading	comprehension,	both	efferent	in	relation	to	analysis	and	aesthetic	in	relation	to	interpretation,	would	have	been	an	impossible	challenge.	Pedagogical	practices	in	the	historical	curriculum	were	treatments,	varied	but	formulaic	and	uncomplicated,	such	as	reading	aloud	and	reciting	with	expression,	and	speaking	and	writing	with	correctly	structured	language.		Typically,	trainees	‘received’	rather	than	‘studied’	the	pedagogical	practices	prescribed	and	demonstrated	by	experts.	Such	practices	were	to	be	mastered	to	a	high	degree	of	accuracy	and	employed	in	the	schoolroom	where	pupils	invariably	listened,	read,	copied	and	memorised.		This	points	to	a	technical,	mechanical	approach	for	lesson	preparation	and	delivery,	especially	when	founded	on	daily	blackboard	schema.		It	is	a	simplistic	approach,	unencumbered	by	a	need	for	complex	personal	literacy	knowledge	for	making	decisions	in	planning	and	programming	options	involving	diverse	learner	background,	and	drawing	on	complex	teaching	and	learning.	Personal	literacy	knowledge	in	this	historical	conceptualisation	is	easily	sustainable	in	so	far	as	a	monolingual,	monocultural,	conforming	social	and	culture	status	quo	is	maintained.		Sustainability	is	further	reliant	on	an	uncomplicated	curriculum	of	basic	skills	in	reading	comprehension,	writing,	handwriting,	vocabulary,	grammar	and	spelling,	across	both	English	and	other	curriculum	areas	that	are	subject-driven.		The	sustainability	factor	from	the	Luke	et	al.	definition	is	further	bolstered	by	the	ease	with	which	such	literacy	knowledge	could	be	assessed	to	show	trainees’	
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achievements.		This	is	illustrated	in	the	straightforward,	memorise-recall	nature	of	teacher	trainees’	examinations	(refer	Appendix:	3).	Luke	et	al.	clarify	a	range	of	written	texts	that	teacher	trainees	were	expected	to	master	and	demonstrate	in	formal	examinations.		The	texts	overtly	reflect	school	subject	contexts	such	as	nature	science	(explanation),	geography	(factual	description)	and	history	(recount	and	persuasive	account).	The	demand	for	personal	literacy	knowledge	intrinsic	to	these	texts	would	seem	to	be	broad	as	well	as	detailed,	and	in	a	21st	century	context,	linguistic	across	all	levels	of	text.	However,	the	Historical	Program’s	limited	scope	of	sentence	grammar	was	prohibitive	of	such	knowledge.		Instead,	trainees	would	have	to	rely	on	intuitive	(nonetheless	considerable)	familiarity,		with	subject-related	texts.	Similarly,	there	was	a	range	of	spoken	texts	that	trainees	were	expected	to	demonstrate	in	oral	(viva	voce)	examinations.		In	this	context,	trainees’	spoken	communication	drew	on	different	personal	literature	knowledge	for	explaining,	instructing,	and	questioning,	to	quiz	pupil	knowledge	or	drive	procedural	instruction	as	with	arithmetic	methods.	Thus	applied,	the	Luke	et	al.	definition	reveals	surprisingly	broader	personal	literacy	knowledge	than	is	typically	associated	with	traditional	direct	instruction	typical	of	didactic	pedagogy.	The	Historical	Program’s	conceptualisation	of	personal	literacy	is	about	correctness	and	prescribed,	definitive	knowledge	realised	in	classrooms	by	well-trodden	teaching	practices	and	a	‘one	size	fits	all’	understanding	of	the	learner.		Timetables	contained	in	the	program	show	very	set	daily	routines	of	primary	schooling	in	the	1917	era.		The	need	for	Luke	et	al.’s	flexibility	was	limited.		Aside	from	trainees’	independent	studies,	personal	literacy	knowledge	could	apply	to	any	subject,	since	all	had	a	content	basis	and	were	managed	with	the	same	range	of	pedagogy	as	formulaic	
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lessons,	methods	and	treatments.		There	was	no	need	for	flexibility	as	in	adapting	or	differentiating	for	constantly	varying	situations;	that	is,	pupils’	differing	learning	needs,	learning	continua	of	content	and	standards	from	primary	to	high	schools,	external	influences	imposed	by	economic,	political	or	regulatory	entities	deemed	important	to	the	national	interest.			The	need	was	not	apparent	in	the	evidence,	suggesting	that	attending	to	varying	situations	and	needs	was	not	typical	of	early	20th	century	schooling.			Applied	in	this	case,	Luke	et	al.'s	definition	reveals	a	conceptualisation	of	personal	literacy	knowledge	for	set	practice	rather	than	flexible	practices.	The	Current	Program’s	conceptualisation	of	personal	literacy	knowledge	centres	on	professional	capacities	to	navigate	and	implement	curricula	for	enabling	learning.		Luke	et	al.’s	construct	of	literacy	practices	as	a	repertoire	encapsulates	the	diverse	literacy	capacities	inherent	in	the	Current	Program’s	provision	of	personal	literacy	knowledge.		The	literacy	practices	relate	to	ITE	study	as	well	as	professional	duties	expected	of	pre-service	teachers	upon	employment	in	the	profession.		There	are	practices	that	are	fundamentally	traditional,	relating	to	teaching	of	reading,	spelling	and	writing	in	traditional	media	and	modal	forms.	They	allude	to	personal	literacy	knowledge	that	requires	breadth	and	depth.		Equally,	there	are	practices	intrinsic	to	21st	century	professional	responsibilities,	such	as	1)	daily	engagement	with	curricula	and	syllabi,	in	themselves	extensive	and	often	changing;	2)	advanced	linguistic	knowledge	underpinning	literacy	and	subject	English;	3)	ubiquitous	digital	technology	with	its	challenges	to	traditional	texts	and	pedagogies;	and	4)	the	various	subject-	and	learning-related	and	learning	theories	and	models.		Furthermore,	there	is	personal	literacy	knowledge	essential	for	navigating	the	uniquely	21st	century	socio-cultural	and	socio-political	landscapes	of	the	teaching	profession.		A	degree	of	autonomy	is	accorded	teachers	in	the	late	20th	and	the	21st	centuries,	in	a	way	that	would	have	been	
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inconceivable	in	1917.		Consequently,	personal	literacy	knowledge	is	central	for	teachers	collaboratively	to	design	and	implement	teaching	and	learning	experiences	where	knowledge	and	expertise	actively	co-construct	and	apply,	rather	than	knowledge	being	passively	transmitted	and	retained.		The	repertoire	of	teachers’	professional	responsibilities	in	the	Current	Program	is	a	dovetail	match	with	Luke	et	al.	Personal	literacy	knowledge	in	this	current	conceptualisation	is	sustainable,	especially	so	in	relation	to	provision	of	knowledge	about	language	such	as	linguistic	understandings	about	how	texts	work	and	the	grammar	needed	to	mediate	these	understandings.	The	grammar	taught	in	Australian	schools	is	a	hybrid	of	prescriptive	traditional	and	descriptive	functional	grammars	(Derewianka,	1998,	2012;	Droga	&	Humphrey,	2003)	providing	wide	application	across	traditional	and	new	communications	texts	across	spoken,	written,	visual	and	gestural	modes.		The	extensive	grammar	is	applicable	to	working	with	authentic	texts,	and	expands	beyond	the	sub-technical	levels	of	word	and	sentence	to	those	of	whole	texts	and	genre.		This	grammar’s	sustainability	rests	in	its	wide	application	across	genres	and	modes,	and	its	descriptive	purpose	which	also	serves	to	prevent	its	use	as	a	tool	of	arbitration	in	prescriptive,	rule-bound	battles	to	model	language	correctness.	Flexibility	in	the	Current	Program’s	conceptualisation	is	shown	in	the	use	of	personal	literacy	knowledge	to	develop	communication	practices.		For	example,	the	historical	conceptualisation	emphasises	questioning	as	a	product	driven	to	assess	already	learned	knowledge	and	drive	teacher’s	direct	instruction.		This	can	be	seen	in	expected	practices	such	as	eliciting	assumed	prior	knowledge,	validating	responses	and	correcting	errors	in,	for	example,	parsing	of	sentences.		The	current	conceptualisation	expands	and	elaborates	on	this	rudimentary	questioning	practice	for	use	as	the	basis	of	the	process	of	scaffolding	focused	classroom	talk.		Thus,	more	complex	personal	literacy	
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knowledge	is	needed	for	pre-service	teachers	to	develop	the	sophisticated	questioning	capacities	that	engage	students	in	the	dialogic,	reflective	and	interactive	talk	demanded	in	the	21st	century	curriculum.	The	flexibility	factor	in	Luke	et	al.’s	definition	also	extends	from	such	domain-specific	discursive	practices	to	more	pastoral	domains	for	listening	to	students,	giving	clear	directions,	solving	behaviour	problems	and	managing	discussions.		It	is	also	fundamental	to	the	communications	discourse	for	spoken	and	written	communications	with	stakeholders	beyond	the	classroom,	such	as	reports	to	parents/carers,	professional	conversations	and	discussions.		The	scope	could	also	include	those	of	external	professional	and	regulatory	entities,	placing	further	personal	literacy	challenges	on	pre-service	teachers	in	matters	such	as	national	teacher	standards,	and	professional	learning.	The	mastery	factor	in	Luke	et	al.’s	definition	is	common	to	both	historical	and	current	conceptualisations.		However,	as	it	brings	about	greater	personal	literacy	challenge	to	both	pre-service	and	in-service	teachers,	it	is	particularly	relevant	to	the	current	conceptualisation.		The	Current	Program’s	provision	of	personal	literacy	knowledge	incorporates	a	very	wide	scope	of	what	constitutes	text.		The	limited	scope	with	traditional	print	texts	is	still	valid	in	current	culture	and	curriculum.		However,	the	scope	is	expanded	with	new	text	forms	in	the	curriculum,	composites	of	traditional	print	mode,	digital	media	across	differing	modes,	purely	digital-driven	texts,	on-screen	texts,	and	texts	in	semiotic	systems	other	than	alphabetic/print	forms	(such	as	still	or	moving	image).		This	plethora	of	texts	as	linguistic	objects,	and	then	as	multimodal	and	multimedia	objects,	demands	sophisticated	and	substantial	personal	literacy	knowledge	of	teachers	to	engage	with	them	in	the	classroom.	
		 303	
The	Current	Program	conceptualisation	of	personal	literacy	knowledge	fulfills	Luke	et	al.’s	definition	fundamentally,	since	its	delivery	of	personal	literacy	knowledge	addresses	practices	and	capacities	that	are	diverse	and	sustainable	in	the	face	of	change.		The	Historical	conceptualisation	can	be	accommodated	within	Luke	et	al.,	but	it	does	not	fulfill	the	definition,	since	the	personal	literacy	knowledge	found	there	relates	more	to	knowledge	than	practices,	and	scope	of	the	literacy	knowledge	falls	short	of	sustainability	in	the	face	of	change.	The	dilemma	with	the	current	conceptualisation	is	that	its	scope	and	flexibility	belies	the	far-reaching	challenges	it	faces	over	provision	in	ITE	and	assessment	by	government	regulatory	agencies.	
Findings	in	relation	to	Question	3	Research	question	3	In	light	of	debates	about	teacher	literacy	standards,	how	has	the	provision	of	personal	literacy	knowledge	in	primary	teachers’	pre-service	education	evolved,	and	what	does	evidence	of	this	provision	reveal	about	constructions	of	the	literate	teacher?	Research	question	three	served	as	a	general,	overarching	question	in	this	study,	shedding	light	on	the	evolution	of	personal	literacy	knowledge	provisions	in	teacher	education	across	a	century	of	great	changes	in	the	teaching	of	English,	language	and	literacy.	Further,	question	three	addressed	the	consequential	impact	of	these	provisions,	that	is,	how	the	conceptualisations	of	personal	literacy	knowledge	inherent	in	those	provisions,	contribute	to	society’s	construction	of	teacher	identity,	and	more	specifically	how	they	have	shaped	expectations	of	what	is	understood	to	be	a	‘literate	teacher’.	
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Teacher	identity	and	shaping	the	literate	teacher	Teacher	identity	is	most	commonly	authored	around	stories	of	teaching	and	schooling	(Short,	2014).	Through	these	stories,	society	shapes	it	views	of	teachers	in	light	of	policies	and	mandates,	intuitive	expectations	of	teacher	roles,	myriad	understandings	of	basics	skills,	and	perceived	personal	histories	of	teachers,	for	example.		In	my	study,	however,	society	frames	teacher	identity	within	conceptualisations	of	the	construct	of	personal	literacy	knowledge	in	order	to	determine	how	such	views	shape	expectations	of	what	counts	as	a	literate	teacher.	
Shaping	is	a	strong	metaphor	and	appropriate	to	my	findings.			It	draws	from	Kayi-Aydar’s	(2015)	discourse	constructing	identity,	and	Gee’s	(2015,	p.	3)	“small	d	and	big	D	discourses	that	shape”	discursive	practices	that	realise	identity.		It	also	draws	from	Bruner’s	work	on	the	effects	of	providing	instruction:	“what	else	is	instruction	but	the	attempt	to	shape	a	learner’s	habits,	attitudes	and	beliefs?”	(Olsen,	2007,	p.	45).		Further,	Cochran-Smith	(2016,	p.	xii)	expresses	the	notion	in	current	views	that	policy-making	and	intervention	“shapes	the	educators	who	shape	the	teachers	who	shape	the	citizenry”.		Collocating	these	overlapping	definitions	of	shaping	in	the	contested	space	of	education,	the	historical	and	current	conceptualisations	of	personal	literacy	were	considered,	and	revealed	two	disparate	views	of	the	literate	teacher.	
The	historical	view	of	the	literate	teacher	The	view	of	the	literate	teacher	from	the	Historical	Program	was	a	singularly	clear,	discursive	positioning	in	the	early	20th	century	of	an	obedient	subject	of	the	Empire	who	was	scholar,	polymath,	aesthete,	and	authority	figure.	This	teacher	was	skilled	in	prescribed	practices	of	didactic	pedagogy	for	the	transmission	of	correct,	approved	knowledge	and	skills,	to	a	class	of	unquestioning	pupils.	
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The	literate	teacher	required	superior	knowledge	about	the	English	language.			The	teacher	was	a	grammarian	whose	expert	familiarity	of	prescriptive	English	grammar	was	an	essential	for	teaching	parsing,	sentences	and	clauses,	and	correct	usage.		The	literate	teacher	was	the	model	and	arbiter	of	correct	usage	trained	for	example,	to	ensure	scrupulously	that	an	infinitive	would	never	be	split.		However,	knowledge	about	language	did	not	extend	much	beyond	parsing	sentences	and	usage	rule,	with	a	focus	on	form	rather	than	function.		According	to	evidence	cited	in	my	literature	review	(Anstey	&	Bull,	2006;	Baker,	2010;	Christie,	1990;	Christie	&	Macken-Horarik,	2011;	Cope	&	Kalantzis,	2000;	Freebody,	2007),	linguistic	understandings	at	the	time	were	not	advanced	in	relation	to	how	language	worked	to	make	meaning.		If	they	were,	they	were	not	considered	relevant	to	a	school	teacher’s	education.		Anything	beyond	the	sentence	was	limited	to	matters	of	style,	which	was	often	highly	subjective.		In	relation	to	schoolroom	writing,	literate	teachers	were	composers	and	demonstrators	of	prescribed	forms	of	simple	‘accounts’	of	science,	history,	and	geography,	along	with	stories.	The	conceptualisation	of	literacy	in	the	Historical	Program	did	not	present	the	literate	teacher	as	expert	in	teaching	reading.		The	apparent	focus	there	was	on	knowledge	of	the	alphabetic	process	–	letters	and	sounds	for	decoding	and	reading	aloud	with	some	attention	to	literal	comprehension.			Greater	attention	in	teachers’	personal	literacy	knowledge	was	given	to	oracy.		Reading	aloud	was	a	priority	with	recitation,	dramatic	readings	and	choral	readings	all	foregrounded.		Here,	the	literate	teacher	drew	on	substantial	provision	of	literacy	knowledge	for	correct	British	pronunciation	of	English.		As	teachers,	their	gate	keeping	roles	ranged	from	being	speech	pathologist	enabling	correct	articulation	and	impressive	enunciation,	to	being	
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drama	coach	inspiring	expression	and	dramatic	effect	in	the	daily	poetry	read-alouds	and	speech	day	plays.	As	well	as	having	masterly	control	of	spoken	language,	the	literate	teacher	was	also	skilled	in	classroom	talk.		The	direct	instruction	methodology	that	underpinned	smooth	functioning	of	the	classroom	relied	heavily	on	the	teacher’s	capacity	to	explain,	instruct	and	question.		However,	the	questions	were	simplistic	mechanisms	for	eliciting	knowledge	to	move	instruction	forward	and	assess	the	extent	and	accuracy	of	children’s	acquired	knowledge	in	subject	areas.		This	was	not	questions	or	classroom	talk	to	establish	dialogue	or	inculcate	a	culture	of	an	interactive	schoolroom;	schoolrooms	were	controlled,	mostly	silent	spaces.		The	priority	given	to	prescribed	questioning	techniques	in	the	Historical	Program	was	evident	in	the	demonstration	lessons	attended	by	trainees.	The	historical	conceptualisation	of	personal	literacy	knowledge	emphasised	trainees’	immersion	in	literature.		It	was	evident	from	the	discourse	around	the	literature	studies	alone,	that	the	program	was	purposefully	designed	to	provide	knowledge	for	developing	a	particular	type	of	literate	teacher.		This	was	a	teacher	not	versed	so	much	in	the	day-to-day	teaching	content	of	children’s	literature,	but	well-read	and	widely,	in	a	classical	sense,	from	Plato	and	Aristotle	to	acceptable	modernists	like	Yeats	and	Shaw.		The	reading	of	the	great	canon	of	British	literature,	along	with	immersion	in	civics	and	British	history	triumphs,	pointed	to	a	loyal	teacher,	articulate	in	the	knowledge,	values	and	attitudes	of	a	confident	and	assured,	but	myopic,	society.	From	the	literary	arts	to	the	visual	arts,	the	literate	teacher	was	expected	to	become	an	arts-and-crafts	practitioner	sufficient	for	the	schoolroom,	but	also	fine	art	intellectual	sufficient	to	present	as	articulate	and	knowledgeable.		The	depth	of	study	in	drawing	was	essential	to	teachers	being	skilled	in	visual	communication	with	artistic	
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and	technical	drawing,	handwriting,	and	the	daily,	illustrated	blackboard	schema.		These	examinable	skills	required	personal	literacy	knowledge	for	teaching	and	talking	about	illustration,	as	well	as	communicating	with	it.		Intellectually,	the	literate	teacher	was	the	aesthete	familiar	with	the	European	visual	art	and	artists,	an	equivalent	of	the	literary	canon,	articulating	good	taste	and	beauty.		Here,	the	literate	teacher	modelled	the	discourse,	mediated	by	personal	literacy	knowledge,	of	the	scholarly	class	to	which	school	pupils	might	aspire.	The	historical	view	of	the	literate	teacher	gave	prominence	to	a	highly	knowledgeable	teacher.		The	school	curriculum	was	centred	on	knowledge,	and	the	pedagogical	practices	were	established	ways	of	transmitting	knowledge	within	the	various	school	subjects.		The	culture	of	the	time	valued	factual	knowledge.		The	popularity	of	increasingly	cheap	publications	of	worldly	(Empire)	knowledge	as	everyday	sources,	such	as	annual	editions	of	Pears'	Shilling	Cyclopaedia	(Pears/Pelham/Penguin),	supported	teachers	as	the	Google,	Siri	or	Wikipedia	of	their	day.	 Along	with	knowledge,	the	historical	conceptualisation	accentuated	classroom	instruction.		Numerous	courses	in	method	and	mandatory	demonstration	lessons	by	appointed	expert	teachers	provided	the	mechanics	of	many	lesson	formats	supporting	the	didactic	approach	to	direct	instruction	and	knowledge	transmission.		In	terms	of	pedagogy,	the	literate	teacher	was	a	skilled	instructor	with	the	requisite	personal	literacy	knowledge	to	master	lesson	formats	as	would	an	apprentice,	construct	them	on	a	daily	basis	and	teach	them.		Underpinning	this	expertise	was	the	adherence	to	practice	and	application,	but	not	autonomy	and	creativity,	to	implement	curriculum	for	particular	learner	needs,	since	1917	teaching	was	a	‘one	size	fits	all’	approach.		This	situation	points	to	the	absence	of	theoretical	discourse	or	discursive	practices	in	the	
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conceptualisation	of	personal	literacy	knowledge.		Nonetheless,	this	literate	teacher	was	expected	to	be	a	model,	provided	with	all	the	knowledge	and	methods	of	instruction	needed	to	be	so.	
The	current	view	of	the	literate	teacher	The	view	of	the	literate	teacher	from	the	Current	Program	was	a	complex,	discursive	positioning	in	the	early	21st	century	of	a	university	graduate	who	was	navigator	of	curriculum;	and	also	designer	and	implementer	of	teaching	and	learning	experiences	in	a	environment	challenged	by	externally-set	standards	and	mediated	by	traditional	and	new	literacies.		This	literate	teacher	was	provided	with	personal	literacy	knowledge	to	navigate	the	multiple	discourses	intrinsic	to	mastering	the	literacy	practices	that	the	diverse	professional	roles	in	teaching	required.	This	literate	teacher	is	knowledgeable,	though	not	with	the	general	knowledge	of	worldly	facts	and	figures,	since	the	digital	information	space	has	taken	control	as	the	everyday	source	of	knowledge.		Knowledge	for	this	teacher	stems	from	three	domains	critical	for	teaching:	linguistic,	pedagogical,	and	theoretical.		A	literate	teacher	in	the	Current	Program	knows	more	than	the	mechanical,	sub-technical	parts	of	speech	and	punctuation	for	sentences.		Twentieth-century	advances	in	linguistics	and	their	recognised	applicability	to	learning	have	carried	through	to	the	teaching	of	writing	(Jones	&	Chen,	2012;	Martin	&	Rothery,	1986;	Rose	&	Martin,	2012).		These	advances	expose	teachers	to	the	need	of	understanding	how	texts	work	in	terms	of	genre,	macro-structure,	and	cohesion.		This	linguistic	knowledge	transfers	beyond	written	text	to	encompass	the	grammar	of	still	and	moving	images,	allowing	the	teacher	opportunities	to	mediate	the	meanings	of	graphic	as	well	as	print	text.		The	artist	and	aesthete	characteristics	of	the	historical	era’s	literate	teacher	have	become	visual	literacy,	constructing	the	current	literate	teacher	as	more	multiliterate	than	literate.		This	
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literate	teacher	is	in	a	sustainable	and	flexible	literacy	position	for	teaching	within	a	multimodal	global	culture.	Where	the	historically-literate	teacher	planned,	programmed	and	taught	content	with	well-crafted	yet	formulaic	teaching	practices	of	transmission	and	testing,	the	literate	teacher	currently	engages	in	mastering	pedagogical	approaches	(L.	Shulman,	1986,	1987).		These	approaches	transfer	and	morph	in	relation	to	KLA	demands	and	differing	learner	needs	requiring	the	personal	literacy	knowledge	of	various	discourses	as	the	teacher	plans	and	programs	lessons,	units,	strategies,	activities	and	interventions	in	response	to	KLA	demands	and	diverse	learner	needs.		For	the	literate	teacher,	one	size	and	one	way	for	all	is	not	a	possibility,	but	in	contrast,	differentiation	and	innovation	are	requisite.	According	to	evidence	representing	teachers	as	theorists,	the	literate	teacher	in	the	Current	Program	draws	on	higher	orders	of	cognitive	processes	to	interrogate	and	understand	theories	such	as	education,	learning,	and	behaviour,	in	addition	to	theory	underpinning	subject	domains.		As	shown	in	Chapter	6	(Analysis	–	The	Current	
Program),	the	plethora	of	competing	theoretical	and	practical	frames	surrounding	teaching,	challenge	personal	literacy	knowledge,	extending	its	application	well	beyond	basic	spelling,	grammar,	punctuation	and	comprehension.	The	current	conceptualisation	identifies	the	literate	teacher	as	a	communicator	with	more	sophisticated	and	complex	personal	literacy	knowledge	than	teachers	in	the	Historical	Program.		Complex	communicative	contexts	no	longer	confine	teachers	to	the	classroom,	they	extend	outwards	to	professional	discourse	with	colleagues,	professional	learning	networks,	para-professionals	and	parents.			The	literate	teacher	is	no	longer	a	single	authority,	but	one	of	multiple	stakeholders.		Within	the	classroom,	the	teacher	communicates	to	establish	dialogue	and	meaningful	classroom	talk,	and	the	
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open/closed	question	model	gives	way	to	sophisticated	dialogic	interactions	to	engage	thinking.		The	use	of	standard	Australian	English	still	requires	accuracy	and	uniformity,	but	for	social	functioning	not	social	correctness.		In	this,	the	literate	teacher	draws	on	sophisticated	linguistic	knowledge	to	make	the	variant	workings	of	language	explicit	for	students	from	native	and	other	language/dialect	backgrounds.	The	literate	teacher,	like	the	historical	counterpart,	is	expert	in	reading.		This	teacher	is	immersed	in	quality	children’s	literature	rather	than	society’s	nominations	of	great	writing.			The	expertise	extends	to	the	teaching	of	reading	with	learners	of	diverse	abilities	and	backgrounds.			Provided	with	the	knowledge	skills	and	understandings	for	teaching	reading,	the	literate	teacher	navigates	the	extraordinary	intricacies	of	cueing	systems,	literal	to	critical	responses	to	text,	integration	across	KLAs,	diagnostic	assessment,	pedagogical	approaches	for	sharing,	guiding	and	eventually	achieving	independence	in	reading.		Supporting	this	literate	teacher	is	personal	literacy	knowledge	much	more	complex	than	basic	skills	of	spelling,	vocabulary	and	comprehension.	These	two	views	of	literate	teachers,	shaped	by	each	conceptualisation	of	personal	literacy	knowledge,	are	very	different	even	though	they	focus	on	still-relevant	aspects	of	teaching.		The	similarity	is	the	significance	of	discourse	in	shaping	these	views.		The	difference	is	in	the	nature	of	the	discourse.		The	historical	view	reveals	a	singular,	almost	simplistic	discourse	and	discursive	practices	in	that	teaching	was	about	a	finite	knowledge	product	with	a	delivery	contained	in	discrete	subjects,	enacted	through	standardised	procedures	and	methods.		Such	a	discourse	points	to	the	value	of	a	personal	literacy	knowledge	that	is	based	on	fundamental	components	of	language,	that	is,	mechanical	basics.	
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The	current	view	highlights	multiple	discourses	and	discursive	practices	revealing	that	teaching	is	about	learners	and	learning,	with	the	literate	teacher	bridging	the	two.		These	teachers	leverage	their	personal	literacy	knowledge	to	engage	in	the	multiple	discourses	fundamental	to	expanded	and	new	areas	of	learning,	new	teacher	roles	neither	restricted	to	instructor	nor	constrained	by	rooms,	and	overlapping	traditional	and	digital	modes	of	making	meaning.		A	multiplicity	of	discourses	points	to	the	value	of	conceptualisation	of	personal	literacy	knowledge	realised	as	multiple	practices,	linguistically	expansive	while	sustainable	and	flexible,	to	confront	complexity	and	change.		By	comparison,	a	conceptualisation	reduced	to	mechanical	basics	is	inadequate.	This	comparison	illustrates	the	contradiction	and	resulting	conflicts	that	may	occur	should	incompatible	views	of	literate	teachers	inform	ITE	program	content	and	the	testing	of	pre-service	teachers’	personal	literacy	knowledge.		For	my	study,	this	was	a	fundamental	finding.		This	contradiction	and	conflict	emerged	from	the	data	as	a	source	of	tension	between	current	ITE	providers	and	government	regulatory	agencies.			The	conflict	relates	to	how	conceptualisations	of	personal	literacy	inform	perceptions	of	teacher	quality	as	well	as	shape	forms	of	professional	identity.		The	tension	is	played	out	in	differences	as	to	what	counts	as	literacy	knowledge	to	represent	teacher	quality	and	underpin	the	testing	of	pre-service	teachers.			It	also	points	to	an	issue	of	gatekeeping	to	the	profession,	in	attempts	to	ensure	that	those	entering	the	profession	were	of	the	right	quality	to	implement	the	nation’s	curriculum.		This	conflict	is	addressed	in	the	following	section.	
The	issue	of	tension	Tension	stems	from	the	conflicting	stakeholder	positions	of	the	government	and	regulators	when	compared	to	the	ITE	on	the	construct	of	literacy.		For	example,	
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underpinning	the	government	regulator’s	(AITSL)	test	of	pre-service	teachers’	personal	literacy	knowledge	(LANTITE)	is	a	narrow,	constrained	set	of	skills.		The	regulator’s	construct,	as	discussed	in	the	Literature	Review	(Chapter	4)	reduced	literacy	to	stable,	traditional	sub-technical	skills	of	limited	scope	governed	by	prescribed,	rule-bound	conventions.	This	construct	is	correlated	with	government	and	independent	reviews	and	policy	statements	around	literacy	and	English	teaching,	concerns	with	low	achievement	on	global	literacy	tests,	teacher	quality,	and	ITE	program	content	in	general.		In	contrast,	teacher	educators	familiar	with	new	social	and	professional	discourses,	digital	demands	and	linguistic	knowledge,	uphold	a	construct	of	literacy	that	is	expansive	in	scope	rather	than	reductive,	and	is	aligned	with	contemporary	understandings	of	literacy	as	practices	rather	than	mechanical	conventions.		This	construct	was	shown	in	the	literature	discussed	in	Chapters	2,	3	and	4	to	have	direct	conceptual	links	with	the	English	of	the	school	curricula	and	syllabi	as	well	as	contemporary	understandings	of	literacy.	The	important	(and	ironic)	conclusion	emerging	from	my	findings	from	analysing	the	two	teacher	education	programs,	is	how	the	current	regulator’s	construct	of	literacy	reflects	the	Historical	Program’s	conceptualisation	of	personal	literacy	knowledge	and	(to	an	extent)	its	associated	view	of	the	literate	teacher.		In	contrast,	the	initial	teacher	educators’	construct	of	literacy	as	read	in	the	Current	Program	reflects	an	expanded	conceptualisation	of	personal	literacy	knowledge	and	more	adaptive	view	of	the	literate	teacher.			The	regulator’s	position	privileges	knowledge	of	stable	conventions	and	accountability	through	test	data.		It	focuses	on	engaging	in	accountability	for	teacher	quality	and	school	achievements	with	the	public.		The	ITE	position	privileges	flexible	practices	essential	to	meeting	the	challenges	of	being	literate	in	the	21st	century,	as	well	as	the	implementation	of	complex	school	curricula.		It	focuses	
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on	pre-service	teachers’	literacy	capacities	for	the	needs	of	the	modern	professional	workplace.	A	significant	dilemma	emanates	from	this	tension.		Privileging	a	particular	conceptualisation	of	personal	literacy	knowledge,	and	thus	expectations	of	the	literate	teacher,	discursively	positions	teachers’	literacy	capacities,	apportioning	status	and	trust	for	them	to	serve	the	aspirations	and	values	of	society	at	the	time.		Further,	both	stakeholders	have	acted	according	to	their	own	constructs	and	expectations	of	the	competent,	literate	teacher.	These	different	expectations	create	a	dilemma	of	provision	of	personal	literacy	knowledge,	to	determine,	precisely,	the	best	ways	to	support	teacher	educators	and	pre-service	teachers.		Debates	over	tensions	around	teacher	quality	as	played	out	in	public	media	highlight	the	politicisation	of	this	dilemma.		The	competing	and	often	incompatible	discourses	consequent	to	policy	interventions	into	teaching,	present	the	stakeholders	as	adversaries,	progressive	or	orthodox.		The	implications	of	this	dilemma,	and	my	study’s	findings	in	general,	are	addressed	in	the	following	section.	
Implications	The	following	section	considers	the	findings	about	conceptualisations	of	personal	literacy	knowledge	and	resulting	constructs	of	the	literate	teacher.		The	findings	have	validated	personal	literacy	knowledge	as	a	now-established	category	of	teachers'	knowledge,	such	as	Shulman’s	(1987)	categories.		They	have	demonstrated	how	particular	literacy	choices	selected	to	represent	personal	literacy	knowledge	have	formed	conceptualisations	of	personal	literacy	knowledge.		The	findings	have	also	illustrated	how	each	conceptualisation	of	personal	literacy	constructs	a	particular	view	of	a	literate	teacher.			The	implied	meanings	of	these	findings,	as	I	see	them	for	ITE	as	well	as	literacy	development	and	teaching,	are	addressed	below.	
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The	implication	for	literacy	futures:	Determining	whose	personal	literacy	
knowledge	counts	My	study	has	shown	that	personal	literacy	knowledge	is	a	valid	construct	that	informs	teachers’	professional	knowledge	as	conceptualised	in	the	Historical	and	Current	Programs.		The	analysis	and	discussion	of	findings	revealed	an	uncomplicated	historical	conceptualisation	that	was	inward-looking,	within	a	stable	educational	context	of	a	curriculum	of	literacy	basics	and	uniform	knowledge,	where	mechanical	skills	were	rote-learned	and	easily	measured.		A	complex	current	conceptualisation	was	revealed	as	outward-looking	with	its	educational	context	of	diverse	learners	and	complex	multiliterate	curriculum	challenged	by	social,	cultural	and	technological	demands,	where	higher-order	knowledge	and	skills	are	difficult	to	both	teach	and	measure;	it	was	also	forward-looking	to	a	global	future	marked	by	change.		From	the	perspectives	discussed	in	my	literature	review,	there	is	an	implication	that	the	current	conceptualisation	enables	and	empowers	pre-service	teachers	to	a	far	greater	extent	than	the	historical	conceptualisation.		That	is,	the	study	shows	that	current	pre-service	teachers	are	provided	with	the	more	comprehensive	literacy	necessary	to	meet	their	academic	and	professional	demands.	
The	implications	for	education	and	social	futures:		Determining	whose	personal	
literacy	knowledge	is	privileged	Australia’s	teaching	regulator	(AITSL)	has	implemented	LANTITE,	a	high-stakes	test	of	pre-service	teachers’	personal	literacy	knowledge	tied	to	graduation	and	accreditation	to	teach	(Australian	Council	for	Educational	Research	(ACER),	2017).	LANTITE	highlights	literacy	as	isolated	basic	reading	and	writing	skills	in	mechanics,	such	as	sentence	grammar	and	punctuation,	spelling	and	comprehension.	This	representation	of	literacy	aligns	with	the	historical	conceptualisation	of	personal	literacy	knowledge	
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and	didactic	models	of	learning	and	teaching.		As	such,	the	representation	of	literacy	that	the	regulator	presents	is	inadequate	and	out	of	step	with	understandings	gained	over	the	last	half	century,	as	“research	on	the	uses	and	functions	of	literacy	has	helped	us	to	put	literacy	developments	in	the	context	of	its	use	rather	than	seeing	literacy	as	a	set	of	autonomous	skills.”	(K.	S.	Goodman,	Calfee,	&	Goodman,	2014,	p.	24).	The	test	to	ensure	teacher	quality	privileges	understandings	of	literacy	that	are	pushing	ITE	backwards.		Such	implications	are	the	causes	for	concern	given	the	likely	follow-on	impacts.		The	test	constructs	a	view	of	the	literate	teacher	as	a	technician	resourced	with	requisite	low-level	knowledge	to	treat	skills	and	deficits	in	children’s	reading	and	writing.		There	is	also	concern	relating	to	placement	of	limits	on	the	literacy	content	of	ITE	programs,	given	the	regulatory	agency’s	role	in	developing	and	assessing	national	standards	for	ITE	programming.		Further	concern	relates	to	representations	of	literacy	in	school	syllabi	developed	by	regulatory	agencies	that	determine	how	the	content	of	the	Australian	Curriculum	is	implemented	at	state	level.		The	risk	here	is	students’	capacity	for	active	participation	in	educational	and	social	futures	could	be	disabled	if	a	reductive,	backwards-looking	conceptualisation	of	literacy	is	privileged	over	the	multiliterate,	forward-looking	conceptualisation.	
The	implications	for	the	challenges	of	21st	century	workplaces:		Determining	the	
detail,	depth	and	degree	of	literacy	A	prominent	feature	of	the	historical	view	of	the	literate	teacher	was	explicit	provision	of	personal	literacy	knowledge	through	literature,	history	and	civics,	resourcing	teachers	to	serve	the	aspirations	and	values	of	society.		At	the	time,	these	were	in	relation	to	the	maintenance	of	empire,	its	triumphs	and	sense	of	superior	knowledge.			The	aspirations	and	values	in	21st	century	Australia	point	not	to	past	triumphs,	but	to	active	citizenship	in	a	multiliterate	society	and	culture,	a	society	in	part	
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driven	by	business	and	industry.		The	implication	for	literacy,	and	particularly	teachers’	personal	literacy	knowledge,	is	highlighted	in	appeals	from	business	and	industry	for	schools	and	literacy	teaching	to	value	high	levels	of	literacy,	for	example	“for	participation	in	STEM-related	disciplines.”	(Australian	Industry	Group,	2017).		While	government	and	the	teaching	regulatory	agencies	express	support	for	high	levels	of	knowledge,	skill	and	literacy	for	business	and	industry,	the	default	position	of	uni-literate	basic	skills	follows,	typically,	with	a	call	for	quality	teachers	(Birmingham,	as	cited	in	Marszalek,	2016;	Pyne,	2014).		This	default	position	is	realised	in	the	drive	to	measure	pre-service	teachers’	personal	literacy	knowledge	in	LANTITE	testing	and	its	resulting	impact	on	the	view	of	the	literate	teacher.			This	contradiction	strengthens	the	implication	that	the	conceptualisation	of	personal	literacy	equating	with	a	construct	of	literate	teachers,	must	be	one	that	looks	outward	and	forward,	not	backward,	to	circa	1917.		The	literature	review	foregrounded	tension	in	the	contradictions	existing	around	literacy	development	and	teaching	noting:	Teachers’	capacity	to	scaffold	literacy	competencies	in	young	learners,	especially	those	crucial	to	higher-order	learning	is	dependent	on	their	prior	ability	to	control	these	themselves.		Only	highly	literate	teachers	are	going	to	be	able	to	‘add	value’	to	their	own	students’	education”	(Macken-Horarik	et	al.,	2006,	p.	241).		The	implication	is	that	for	literacy	teaching	to	support	the	aspirations	and	values	of	society	such	as	those	for	business	and	industry,	it	needs	to	be	conceptualised	and	provided	as	high-level	literacy,	not	reduced	to	provision	of	low-level	sentence	mechanics.	Chapter	2:	Defining	Literacy	discussed	pseudo	literacies	(Graff,	1987)	as	competence	or	'know	how',	such	as	financial	'literacy',	ICT	'literacy'	and	physical	
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education	'literacy'.		The	implication	for	teachers'	professional	and	personal	literacy	is	centred	on	clarity	between	'know-how'	and	competence	in	an	area,	and	mastering	semiotic	systems	such	as	alpha	phonemic	(linguistic	-	traditional	'print'	literacy),	staff	notation	(music),	and	numeric	symbols	(mathematics).		This	implication	is	given	greater	weight	with	the	current	introduction	of	computational	'coding'	language	in	the	primary	school	curriculum:	Developing	coding	and	computational	thinking	skills	(NSW	Education	Standards	Authority	(NESA),	2017).	"‘Coding’	refers	to	computer	programming,	where	a	‘high	level’	programming	language	is	used...High	level	languages	are	similar	to	spoken	languages	but	have	special	commands	that	are	understood	by	an	interpreter	(coder)"	(Coding	across	the	curriculum/Definitions,	para.	1).		Here	the	notion	of	literacy	is	distinctly	semiotic	where	algorithmic	notation	is	the	language	teachers	need	to	support	students	in	creating	meaningful	digital	instructions.		Coding	in	ICT	is	a	new	literacy-as	-semiotic,	and	clearly	distinct	from	'know-how'	in	everyday	use	of	a	computer,	allied	digital	devices	and	software.			Both	'know-how'	and	semiotic	mastery	are	significant	features	of	teachers'	professional	knowledge	-	the	degree	to	which	each	constitutes	personal	literacy	knowledge	has	been	described	and	demonstrated	(Cervetti	et	al.,	2006;	Honan	et	al.,	2013,	2014).	
The	implication	of	motivation	and	agenda:		Determining	what	drives	
conceptualisations	of	personal	literacy	knowledge	The	study	has	the	shown	how	government	and	ITE	stakeholders	hold	conflicting	representations	of	literacy.	These	‘takes’	on	literacy	inform	their	understandings	of	what	personal	literacy	knowledge	ought	to	be.		Each	stakeholder	acts	accordingly,	making	decisions	about	teacher	education	and	deriving	expectations	of	what	counts	as	a	literate	teacher.		What	motivated	and	drove	these	positions	on	literacy	had	immediate	impact	on	per-service	teacher	testing	and	accreditation,	and	more	generally	on	
		 318	
children’s	literacy	development	and	the	teaching	of	literacy.		The	review	of	government	and	regulator	reports,	reviews	and	policy	statements	in	the	Literature	Review,	revealed	the	discourse	signalling	a	position	driven	by	outcomes	and	accountability	for	funding,	along	with	contributions	to	national	economic	interests,	and	international	competitive	edge	measured	by	literacy	OECD/PISA	test	rankings.		These	discourse	positions	represent	a	clear	agenda	for	purposeful	intervention	in	literacy	teaching	in	schools,	and	control	over	ITE	content.		Ostensibly,	the	discourse	is	an	agenda	for	mandating	testing	of	pre-service	teachers’	personal	literacy	knowledge.			The	criticisms	of	government	literacy	policy,	particularly	by	teacher	educators	in	discussion	in	the	print,	digital	and	conference	spaces,	targets	the	perceived	obsession	with	how	testing	(Year	1	Phonics,	NAPLAN,	PISA,	LANTITE)	accountability	and	economic	interests	drive	conceptualisations	of	literacy	for	teaching	and	ITE.		Such	vocal	criticism	is	not	just	local.		In	both	the	United	Kingdom	and	United	States	of	America,	school,	college	and	teacher	criticism	voices	concern	over	the	intervention	of	government	policy	in	literacy	education.		Spring	(2014)	sees	the	implication	as	“political	and	economic	education	goals	increasingly	determin(ing)	the	content	of	literacy	instruction”	(p.	xvi).		Cochran-Smith	(2016)	refers	to	the	policy	and	accountability	‘turns’	where	neoliberal	government	of	the	“global	and	competitive	knowledge	society…	has	brought	unparalleled	attention…to	teacher	education	providers	and	teachers,	who	are	presumed	to	be	the	generators	of	knowledge	workers	for	the	new	economy”	(p.	xii).	
The	implication	of	recasting	the	issue:		Determining	how	constructions	of	the	
personally	literate	teacher	are	reframed	by	debates	The	debates	of	tensions	around	teacher	quality,	as	played	out	in	public	media	that	motivated	my	study,	highlighted	the	dilemma	of	politicisation	surrounding	teacher	quality	and	literacy.		Ongoing	competing	and	incompatible	discourses	in	policy	
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statements	and	interventions	into	literacy	development	and	teaching,	presented	the	stakeholders	as	adversaries,	experienced	policy-makers	against	experienced	literacy	professionals,	orthodox	against	progressive,	each	with	incompatible	agendas.		The	implication	here	was	that	issues	of	what	counted	as	literacy	and	literate	teachers	were	reconstructed	in	terms	political	rather	than	educational.	The	same	implication	is	apparent	with	the	stakeholder	tension	in	the	conflicting	and	incompatible	understandings	of	pre-service	teachers’	personal	literacy	knowledge,	the	construct	of	professional	knowledge	that	the	LANTITE	test	sets	out	to	measure.		The	
Literature	Review	foregrounded	the	conflicting	regulator	and	ITE	views	of	what	literacy	knowledge	should	count	in	the	new	construct.		The	conflict	was	reinforced	and	illuminated	by	the	findings	of	the	program’s	analysis.		The	regulatory	agency	(AITSL	and	NESA)	view	aligned	with	the	Historical	Program’s	conceptualisation	and	offered	the	narrow	collection	of	rote-learned	conventions	easily	measureable,	and	simply	communicated	to	a	voting	public	on	a	basis	of	accountability	and	international	standing;	ITE’s	view	aligned	with	the	finding	of	the	Current	Program’s	conceptualisation,	and	offered	the	expansive	view	of	life-long	multiliterate	practices	on	the	basis	of	achievement	in	schooling	and	participation	in	society.		The	politicisation	recast	a	matter	of	literacy	and	education	as	one	of	policy	and	national	futures,	with	stakeholders	remaining	adversarial	servants.		Given	the	early	years	of	testing	personal	literacy	knowledge	for	teaching,	and,	as	yet,	an	absence	of	measureable	effect,	the	impact	of	politicisation	remains	unknown.	However,	early	indications	suggest	the	political	construct	of	the	literate	teacher	will	be	to	the	detriment	not	only	of	teacher	quality,	but	also	the	literate	futures	of	Australian	students.	
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The	implications	of	mandate	and	collaboration:		Determining	trust	and	status	The	implication	of	politicisation	in	the	mandating,	development	and	implementation	of	personal	literacy	knowledge	testing	means	that	a	stakeholder	with	policy	control	gains	is	privileged	with	authority	to	decide.		Like	dominoes	falling,	collaboration	can	be	cast	aside,	and	this	factor	has	significant	implications	in	relation	to	my	study.		The	Literature	Review	showed	that	questions	and	conflicting	views	of	what	personal	literacy	knowledge	actually	was,	and	what	representations	of	literacy	would	count	for	the	personal	literacy	test,	were	raised	between	the	stakeholders	and	ITE.		The	tension	played	out	in	debates	in	professional	conferences	and	journals	as	well	as	media	spaces,	as	discussed	in	the	Literature	Review	and	Defining	Literacy	chapters.		Stakeholder	collaboration	was	welcomed	but,	as	the	Literature	Review	documents	showed,	ITE	questions	and	submissions	were	received	and	considered	by	AITSL	but	ultimately	over-ridden.			The	basis	for	this	decision	appears	to	be	the	preferred	use	of	existing	proxies	of	literacy	indicators,	traditional	understandings	informing	logistics	for	simplicity	of	content	and	ease	of	measurement.		Thus,	in	terms	of	government/profession	collaborative	process,	conventional	notions	that	“teacher	education	policies…are	actively	translated,	mediated	and	contested	rather	than	passively	transferred	or	passed	along”	(Cochrane-Smith,	2016,	p.	x)	did	not	hold	here.		Rather,	the	matter	of	pre-service	testing,	while	contested	in	the	literature,	remains	passively	established	policy;	all	the	more	dangerously	passive	given	the	high-stakes	issue	for	pre-service	teachers,	that	no	test	or	a	fail	test	equals	no	education	degree	and	no	teacher	accreditation.		The	significant	implication	here	is	that	in	the	absence	of	real	collaboration,	the	status	of	ITE	institutions,	and	particularly	teacher	educators,	is	diminished	and	demeaned.	Their	lived	and	theoretically-grounded	experience	of	literacy	and	literacy	education	through	which	they	constructed	newer,	contextualised	
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views	of	literacy,	personal	literacy	for	teachers	and	the	literate	teacher,	counted	for	little.		Herein	lies	an	issue	of	trust	and	status	of	teachers	by	government	and	public	media,	grown	from	dismissal	(or	ignorance)	of	teacher	and	teacher	educator	knowledge	about	literacy	development	and	teaching,	established	by	research	and	experience.		For	example,	the	knowledge	gained	in	Australia	by	collaboration	between	linguists,	teacher	educators,	schools,	and	Department	of	Education	leaders	since	the	late	1980s	maintains	“a	prominent	position	and	[has]	exerted	far-reaching	influence	around	the	world”	(Lai,	2014,	p.	1).		The	dismissal	of	this	knowledge	and	experience	is	apparent	in	the	perfunctory	collaboration	offered	by	the	Australian	regulators	(AITSL	and	NESA).		Menter	(2016,	p.	23)	concludes	that	the	tension	arising	in	situations	like	this	is	part	of	government	and	profession	tension	that	“reflects	the	practice	of	policy	imposed	on	rather	than	emerging	from	the	profession”.		Townsend	(2011)	is	stronger,	arguing	that	it	is	straightforward	lack	of	trust	“[P]oliticians	do	not	trust	teacher	educators	to	provide	their	students	with	the	skills	and	attitudes	required	to	do	the	task	of	teaching…”	(p.	497).	
Limitations	My	research	study	achieved	its	goals	in	relation	to	addressing	the	research	questions.		That	is,	evidence	of	the	provision	of	personal	literacy	knowledge	was	identified	in	current	as	well	as	historical	teacher	education	programs,	thus	validating	personal	literacy	knowledge	as	a	valid	construct	of	teacher	knowledge.		Further	detailed	understandings	about	the	nature	of	these	provisions	were	gained	and	from	these	understanding,	implicit	constructs	of	views	of	the	literate	teacher	were	determined.		However,	there	are	inherent	limitations	to	what	the	study	can	achieve	and	what	can	be	made	of	its	findings.	
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My	study	cannot	furnish	a	finite	description,	that	is,	the	constituents	of	what	must	count	as	universal	personal	literacy	knowledge	for	teachers.		What	the	study	has	done	is	interrogate	two	programs	to	reveal	provision	and	the	nature	of	personal	literacy	knowledge	in	the	twin	contexts	of	those	programs	and	of	literacy	as	revealed	in	Chapter	2:	Defining	Literacy.		While	a	finite	description	might	be	considered	valuable	in	ITE,	the	construct	of	personal	literacy	knowledge	must	accommodate	prevailing	understandings	of	literacy	and	differentiate	in	relation	to	educational	and	curricula,	as	well	as	social	and	cultural	contexts.		Thus,	it	is	in	those	contexts	that	finite	descriptions	may	be	explored.		The	findings	of	my	study	could	not	be	used	to	evaluate	tests	of	pre-service	teachers’	personal	literature	knowledge,	such	as	LANTITE	(ACER,	2016).		My	study	explored	provision	of	knowledge	partly	in	light	of	various	reviews	and	reports	discussed	in	my	literature	review	recommending	such	testing,	and	government	calls	for	a	national	test	(Teacher	Education	Ministerial	Advisory	Group	(TMAG),	2015).		At	the	start	of	my	study,	testing	had	been	headlined,	but	neither	developed	nor	implemented;	it	is	only	at	the	end	of	my	study	that	a	test	has	been	put	in	place.		Evaluation	of	personal	literacy	knowledge	tests	would	be	a	valuable	process,	and	the	findings	of	my	study	would	provide	useful	background	in	terms	of	the	nature	of	personal	literacy	knowledge	as	a	construct,	along	with	two	documented	instances	of	its	realisation.		However,	evaluation	could	only	be	worthwhile	when	test	content(s)	and	examinees’	results	are	made	available	by	the	teaching	regulator	and	the	test	developer.	
Contributions	My	study	contributes	to	knowledge	and	debate	about	literacy.		New	contributions	are	dynamic,	while	the	construct	of	literacy	is	constant	but	as	a	socio-cultural	construct,	conceptualisations	of	literacy	are	in	a	permanent	state	of	flux.		Specifically,	my	study	contributes	to	understanding	the	concept	of	personal	literacy	
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knowledge,	the	notion	put	forward	by	the	Australian	teaching	regulator	as	an	examinable	category	of	teacher	knowledge.		Understanding	of	this	notion	was	essential	since,	as	the	Literature	Review	recounted,	the	term	has	gained	increasing	currency	in	the	discourse	around	teacher	quality,	was	ill-defined,	unclear	and	the	source	of	strained	debates	among	ITE	stakeholders.	My	contribution	to	knowledge	is	evidenced	partly	in	the	process	of	arranging	ideas	to	gain	something	new	and	beneficial.		In	this	case,	the	new	was	evidence	of	the	provision	of	personal	literacy	knowledge	in	teacher	education,	and	meaningful	clarity	of	this	knowledge	as	a	valid	professional	construct.		There	were	three	ideas:	1)	interrogating	ITE	programs	past	and	present;	2)	determining	the	basis	for	identifying	evidence	representing	literacy	knowledge	in	the	data	(the	teacher	education	documents);	and	3)	conceptualising	a	framework	of	established	categories	of	teacher	knowledge	in	order	to	isolate	personal	literacy	from	other	literacy	knowledges	in	the	data.		 The	clarity	identified	the	construct,	demonstrated	its	provision	historically	and	currently,	and	described	it	conceptually,	thus	validating	it	as	a	meaningful	construct	of	teachers’	literacy	knowledge.	My	study	established	in-depth	understanding	of	representations,	models,	constructs,	definitions	and	conceptualisations	of	literacy	as	a	basis	for	research.	It	also	established	the	origin	of	the	term	personal	literacy	knowledge	in	teacher	quality	discourse	and	its	increasing	currency	to	the	point	where	the	notion	became	a	construct	used	to	develop	pre-service	testing,	all	the	while	remaining	ill-defined	and	unclear.		A	clear	understanding	of	this	new	construct	is	essential	for	debates	and	decision-making	in	future	government	policy	turns	and	mandates	on	literacy	in	ITE,	particular	those	in	relation	to	testing	of	pre-service	teachers.		A	clear	and	detailed	understanding	of	
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teachers’	personal	literacy	knowledge	is	valuable,	as	it	supports	ITE	to	maintain	a	role	in	the	development	of	professional	identify,	viewing	it	not	as	an	isolated,	free-standing	characteristic,	but	part	of	an	ecological	system	of	literacy,	pedagogy	and	professionalism.	My	contributions	are	significant	because	personal	literacy	knowledge	is	a	seriously	high-stakes	issue	in	ITE.		They	are	also	significant	because	of	the	extraordinary	lack	of	definition,	understanding,	or	professional	consultation	in	determining	how	personal	literacy	knowledge	could	and	would	be	represented	in	a	pre-service	test.		Of	equal	significance,	the	contributions	provide	greater	knowledge	of	differences	in	conceptualising	personal	literacy	knowledge,	and	understanding	what	motivates	the	differences.		It	reveals	motivations	that	point	to	agendas	that	provoke	and	perpetuate	positive	or	negative	public	perceptions	of	the	literate	teacher.		Finally,	there	is	significance	because	of	the	overt	tensions	over	conflicting	knowledge	and	lack	of	knowledge	in	the	engagements	among	federal	and	state	governments,	the	regulatory	agencies	and	ITE	professionals.		The	tensions	corrode	professional	trust.		Contributions	from	research	such	as	my	study	are	needed	for	resolutions	to	revitalise	that	trust.	
Recommendations	for	future	research	Future	research	is	needed	in	the	field	of	personal	literacy	knowledge	for	teachers	to	inform	pre-service	testing,	perceptions	of	teachers’	literate	identities,	and	the	role	of	played	by	ITE.		Research	should	follow	two	directions.		First,	more	detailed	knowledge	and	understanding	of	personal	literacy	knowledge	as	a	construct,	and	what	can	represent	it,	could	be	examined.		This	will	ensure	that	the	construct	does	not	fall	into	the	plethora	of	everyday	pseudo-literacies	identified	in	my	Defining	Literacy	chapter.		An	example	of	such	research	could	follow	the	work	of	Macken-Horarik	et	al.	(2006)	and	
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(Honan	et	al.,	2013,	2014)	on	literacy	capacities,	to	map	the	challenges	for	personal	literacy	knowledge	onto	technological	change,	issues	of	social	justice,	Indigenous	literacy,	or	the	challenge	of	children	entering	school	with	a	language	or	dialect	other	than	English.		All	of	these	issues	are	significant	in	Australian	education.	Second,	the	ITE	sector	needs	to	respond	to	the	current	situation	with	pre-service	testing.		ITE	institutions	were	effectively	sidelined	in	a	process	marked	by	poor	conception,	rigid	mandate	and	perfunctory	collaboration.		Teacher	educators	need	to	maintain	research	in	the	teacher	education	space	on	the	basis	of	extending	leadership	in	an	area	of	knowledge	that	draws	on	their	considerable	collective	experience	in	the	field.		Maintenance	of	space	is	also	important	for	enabling	the	sector	to	support	the	intellectual	work	of	teachers.		An	example	of	future	research	could	follow	Adoniou’s	(2014)	commentary	in	the	LANTITE	test	debates:	“…	a	literacy	test	for	teachers	is	no	guarantee	of	improved	teacher	knowledge	about	language,	and	studies	have	yet	to	find	any	relationship	between	teacher	candidate	scores	and	their	performance	in	the	classroom”	(p.	3).	
Conclusion:	Is	the	Bard	back?	At	the	beginning	of	my	study,	I	reacted	to	the	criticisms	of	teachers’	literacy	by	questioning	the	claims.		The	first	claim	was	from	media	criticism,	along	with	various	government	and	independent	reports	and	reviews,	that	ITE	programs	did	not	provide	for	pre-service	teachers’	literacy	development.		The	second	was	the	headlining	of	testing	of	teachers’	literacy.		The	fundamental	weakness	I	saw	in	the	discourse	of	claims	and	testing	was	encapsulated	in	the	then-curious	notion	of	personal	literacy	knowledge.		My	first	response	was	to	question	the	notion.	What	is	personal	literacy	knowledge,	and	does	it	embody	sufficient	substance	to	be	a	valid	category	of	teachers’	professional	knowledge?		How	would	I	represent	it	conceptually?		How	would	this	shape	my	view	of	
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literate	teachers?		My	second	response	was	to	investigate	the	notion,	hence,	my	case	study	of	provision.		I	felt	it	was	essential	to	determine	the	provision	or	absence	of	provision	in	ITE,	to	see	if	there	was	any	justification	in	what	the	Australian	government,	its	teaching	regulator	and	the	public	media	meant.		The	analysis	and	findings	have	shown	that	the	notion	is	a	valid	construct,	however,	and	in	some	ways	more	importantly,	my	study	also	shows	that	what	is	determined	as	representing	personal	literacy	contrives	a	conceptualisation	that	implies	a	particular	literacy	identity	assigned	to	teachers.		The	two	conceptualisations	identified	by	the	research	were	a	narrow,	sub-technical	model	of	mechanical	knowledge	from	the	Historical	Program,	and	an	expansive,	multiliterate	model	of	practices	from	the	Current	Program.	The	two	bricolage	I	presented	in	my	Defining	Literacy	chapter	for	this	study	attempted	to	illustrate	the	literacy	of	two	classes	and	their	teachers.		Miss	Worthington	from	the	early	20th	century	was	a	symbol	of	propriety	and	respect	by	society;	Mr	Christidi	and	Mrs	Low	from	the	current	21st	century	period	were	objects	of	teacher	criticism	from	public	media.		The	expectation	with	the	bricolage	was	that	the	personal	literacy	knowledge	required	of	Mr	Christidi	and	Mrs	Low	would	be	reflected	in	the	government	and	regulator	notion	of	personal	literacy	knowledge,	and	underpin	its	test	of	pre-service	teacher	literacy.		This	was	not	realised.	One	of	the	strengths	of	my	study	is	the	finding	of	conflicting	conceptualisations	of	personal	literacy	knowledge.		This	finding	afforded	clarity	in	understanding	the	literacy	basis	of	the	pre-service	literacy	test.		The	regulator	subscribed,	in	terms	of	conventional	beliefs,	to	the	model	of	mechanical	skills,	while	ITE	subscribed	in	terms	of	lived	professional	experience,	to	the	model	of	practices.		Thus,	the	proposed	test	could	be	seen	as	flawed,	given	that	its	knowledge	base	was	the	traditional	sub-technical	mechanics	model	looking	backwards	to	a	straightforward,	comfortable,	but	bygone	era.		
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One	of	the	strongest	implications	I	gave	of	this	situation	was	the	playing	out	of	an	inadequate	model	of	personal	literacy	knowledge	in	subsequent	developments	of	literacy	curriculum	and	teaching,	and	as	a	consequence,	ITE	program	content.		Now,	at	the	end	of	my	study,	pre-service	teachers	are	undertaking	the	regulator’s	test	of	personal	literacy	knowledge	with	anxiety	over	graduation	and	accreditation.		The	privileged	conceptualisation	of	personal	literacy	knowledge	and	literacy	in	schools	is	that	held	by	government,	the	teaching	regulator	and	public	media,	a	reductive	model	reminiscent	of	the	past	that	views	students	as	potential	“workforce…in	NSW’s	social	and	economic	future"	BOSTES,	2016).		Despite	a	flawed	model	of	personal	literacy	shaping	perceptions	of	the	literate	teacher,	it	is	worth	considering	the	most	recent	developments	in	literacy	development	and	teaching	as	an	indication	of	whether	the	education	space	is	pushing	back	literacy	for	the	21st	century,	or	pushing	it	forward.	Changes	to	English	senior	syllabuses	in	2017	were	heralded	with	headlines	“The	Bard	is	back!”	(Morrow,	2017,	p.	1)	and	“Back	to	basics”	(McDougall,	2017,	p.	1).		In	new	senior	syllabuses	“Writing	skills,	grammar,	punctuation,	vocabulary	and	proper	sentence	structure	will	also	be	given	much	greater	priority…The	classical	works	of	the	Bard,	Jane	Austen,	Charles	Dickens	and	Joseph	Conrad	will	become	mandatory”	(McDougall,	2017,	p.	1).		It	is	not	difficult	to	see,	in	these	changes,	the	Historical	Program’s	conceptualisation	of	teachers’	personal	literacy	knowledge	and	a	reductive,	backward-looking	model	of	literacy	(Carter,	2017)	.		On	the	surface	this	indicates	a	push	back	of	literacy,	although	the	effect	of	unreliable	media	headlining	should	always	be	considered.		The	Chairman	[sic.]	of	the	NSW	teaching	regulator	(NESA),	despite	an	affirmation	of	the	future,	points	to	a	push	back	of	literacy	to	mechanical	basics	and	great	literature:	
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Curriculum…is	an	expression	of	the	hope	we	have	for	our	future…basically,	the	mechanics	of	language	as	you	say,	grammar	and	writing	structure…	We’ve	always	had	the	canon	but,	Shakespeare…will	be	mandatory	for	students…We’re	focusing	on	what	makes	this	piece	of	work	powerful…rather	than	the	social	context	in	which	it	was	written	and	it	can	be	understood	now…what	makes	it	great	literature”	(Alegounarias,	2017).	What	would	Mr	Christidi	and	Mrs	Low	make	of	this,	and	what	would	it	mean	for	their	personal	literacy	knowledge	as	teachers?		They	would	share	confusion	about	the	sudden	redundancy	of	their	multiliterate	knowledge	that	is	intrinsic	to	literacy	futures.		And	Miss	Worthington,	what	would	she	feel	about	her	personal	literacy	knowledge	for	teaching,	one	hundred	years	‘down	the	track’?		She	would	feel	rather	comfortable	with	this	21st	century	blueprint	for	literacy	development	and	teaching.		 	
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APPENDIX	1:	HISTORICAL	PROGRAM	DATA	List	of	documents	collected	from	Sydney	Teachers’	College	Calendar	1917-1918*	Document	 Document	content	 Page	in	Calendar	1,	2	 Course	of	Training	–	nil		 22.	23	3	 Two-year	course	structure	 24	4	 Outline	of	courses.	Education.	First	Year	Course	-	nil	 33	5,	6	 Method	in	English	Y1	 41,	42	7,	8	 Phonetics	First	Year	Course	 46,	47	8,	9	 English	–	First	Year	Course	 47,	48	9,	10	 English	–	Second	Year	and	Short	Course		 48,	49	10	 English	–	Second	Year:	Demonstration	Lessons	 49	11	 <no	document>	 	12	 History.	First	Year	 58	13	 Drawing	and	Applied	Art.	Drawing-Ordinary	Course	Year	1	 61	14	 Text	Books	First-Year	Courses.	English,	Education	 78	15	 Text	Books	First-Year	Courses.		Phonetics	Year	1	 79	16	 Text	Books	First-Year	Courses.	Composition,	History	Method,	Applied	Art	 80	17	 Text	Books	Second-Year	Courses.	Education,	English,	History	 84	18	 Text	Books	Second-Year	Courses.	Writing	of	English,	Civics	 85	19	 Standard	for	Examination	for	Entrance	to	Short	Course	-	English	 136	20	 <no	document>	 -	21a,	b	 Exam	Year	1	English	 167,	168	22a	 Exam	English	Method	1	 159	22b,	c	 Exam	English	Method	2	 159,160	23	 Exam	Education	Mthd		 152	24	 Exam	English	1	Y2	 136	25	 Exam	English	2	Y2	 137	26a,	b,	c	 Exam	Rhetoric	Y1		 173.	4.	5	
		 363	
27	 Exam	Phonetics	Y2	exam		 151	28	 Exam	Education	General	Method	Y2	min	 151	29	 Exam	Theory	of	education	Y2	nil	 132	30	 Exam	History	of	Education	Y2		 133	31	 Drawing,	Year	1	 166	33	 Exam	Illustration	Y1		 165	34	 Exam	Nature	Study	–	Mthd	1	 161	35	 Exam	Nature	Study	–	Mthd	2	 161	36a,	36b	 Practice	in	Teaching	Y1	requirements	nil	 28,	29	37a,	 Practice	in	teaching	Demonstration	Lessons	requirements		nil	 29	37b	 Demonstration	Lessons	requirements	cont’d	 30	38	 Blackfriars	Demonstration	School	Timetable	 86	39	 North	Newtown	Demonstration	School	General	Timetable		 88	*1917	examination	papers	were	published	in	the	1918	calendar	nil	–	no	literacy-related	content			 	
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APPENDIX	2:	CURRENT	PROGRAM	DATA	Documents	collected	from	the	Current	Program	–	Unit	outlines	and	Examination	papers	Document	 Document	content	 Program	category	1a	1b	 Emerging	Numeracy	Examination	–	nil	 Curriculum	
2a	
2b	
PDHPE	1	–	nil	Examination	–	nil	 Curriculum	3a	3b	 PDHPE	2	Examination	–	nil	 Curriculum	4a	4b	 Mathematics	1	Examination	–	nil	 Curriculum	5a	5b	 Mathematics	2	Examination	 Curriculum	
6a	
6b	
KLA:	Science	and	Technology	1	–	nil	Examination	–	nil	 Curriculum	
7a	
7b	
KLA:	Science	and	Technology	2	–	nil	Examination	–	nil	 Curriculum	8a	8b	 HSIE	1	Examination	–	nil	 Curriculum	9a	9b	 HSIE	2	Examination	–	nil	 Curriculum	10a	10b	 Visual	Arts	1	Examination	–	nil	 Curriculum	11a	11b	 Performing	Arts	Examination	–	nil	 Curriculum	12a	12b	 Teaching	and	curriculum	1	Examination	–	nil	 Pedagogy	13a	13b	 Teaching	and	curriculum	2	Examination	 Pedagogy	
14a	 Psychological	principles	of	classroom	management		-	nil	 Pedagogy	
		 365	
14b	 Examination	–	nil	15a	15b	 Internship	Examination	–	nil	 Pedagogy	16a	16b	 Classroom	management	1	Examination	–	nil	 Pedagogy	17a	 Children’s	development	and	behavior	 Pedagogy	18a	18b	 Advanced	Teaching	Skills	–	nil	Examination	–	nil	 Pedagogy	19a	19b	 Special	needs	Examination	–	nil	 Pedagogy	20	 Transition	to	teaching	–	nil	 professional	21a	21b	 Early	literacy	Examination	 Literacy	22a	22b	 English	1	Examination	 English	23a	23b	 English	2	Examination	 English	24a	24b	 New	Literacies	Examination	 Literacy	25	 Academic	writing		 Literacy	26a	26b	 NESB	Education	Examination	 English	27	 ICT	for	teachers	 Literacy	28	 ICT	literacy	skills	 Literacy	29	 ICT	and	teaching	 Literacy	
Note:	-	nil	=	no	evidence	of	literacy	knowledge	identified	–	29	unit	outlines	–	24	examination	papers		
	
	
APPENDIX	3:	DATA	ANALYSIS	–	HISTORICAL	PROGRAM	EVIDENCE	Analysis	of	the	Historical	Program	data	is	presented	here	in	document	sequence.		Evidence	representing	literacy	knowledge	was	taken	directly	from	each	program	document	using	the	coding	analytic	outlined	Chapter	4:	Methodology.		In	each	table	below,	evidence	has	been	classified	according	to	the	conceptual	framework	of	teacher	literacies	knowledge	developed	in	Chapter	3:	Literature	Review	(Figure	1).	
	
Key	 Data	Analysis:	Program	name	–	Document	name	–Source	page/section	-		[Data	document	number]		Category	 Evidence	literacy	content	knowledge	 nature	of	aspects	and	elements	of	literacy/language/subject	English;	learning	‘about’		literacy	curriculum	knowledge	 prescribed	content	to	be	taught;	scope	and	sequence	of	content,		stages	of		development,	course	of	study,	goals,	aims,	outcomes,	objectives	literacy	pedagogical	knowledge	 methods,	approaches,	strategies,	activity	sequences	for	implementing	the	prescribed	curriculum;	the	activity	of	teaching	and	learning	
		 367	
personal	literacy	knowledge	 teaching	and	learning	of	elements	of	literacy	where	the	intent	is	to	develop	PSPT	own	knowledge	to	undertake	the	ITE	course	or	for	future	work	as	teacher;	learning	‘to	do’	
Note:	nil	=	no	evidence	identified		Data	Analysis:	Historical	Program	1917	-	Courses	of	Training.	p.	22-3	[docs	1,	2]	Category	 Evidence	literacy	content	knowledge	 ni	literacy	curriculum	knowledge	 nil	literacy	pedagogical	knowledge	 nil	personal	literacy	knowledge	 nil	
Note:				 	
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Data	Analysis:	Historical	Program	1917	-	Two-year	Course.		(outline	of	subjects	and	periods	per	week)	p.	24	[doc.	3]	Category	 Evidence	literacy	content	knowledge	 Drawing	–	B.B.	Writing	–	2	periods	Y1;	Phonetics	-	2	periods	Y1;	Composition	–	2	periods	Y1	literacy	curriculum	knowledge	 Drawing	–	B.B.	Writing	–	2	periods	Y1;	Phonetics	-	2	periods	Y1;	Composition	–	2	periods	Y1	literacy	pedagogical	knowledge	 Education	General	Method	-	2	periods	Y2;	Practice	Teaching	–	10	weeks	per	session	in	each	year;	Demonstrations	–	30	per	session	in	each	year	personal	literacy	knowledge	 Education	English	-	1	period	Y1;	Drawing	–	B.B.	Writing	–	2	periods	Y1;	Phonetics	-	2	periods	Y1;	Composition	–	2	periods	Y1	
Note:	Evidence	representing	literacy	knowledge	taken	directly	from	the	data	documents	-	Categorised	here	using	my	study’s	conceptual	framework	of	teacher	literacy	knowledges		 	
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Data	Analysis:	Historical	Program	1917	-	Outline	Of	Courses.	Education.	First	Year	Course.”	p.	33.	[doc.	4]	Category	 Evidence	literacy	content	knowledge	 nil	literacy	curriculum	knowledge	 nil	literacy	pedagogical	knowledge	 nil	personal	literacy	knowledge	 nil	
Note:	Evidence	representing	literacy	knowledge	taken	directly	from	the	data	documents	-	Categorised	here	using	my	study’s	conceptual	framework	of	teacher	literacy	knowledges			 	
		 370	
Data	Analysis:	Historical	Program	1917	-	Education	–Method	in	English.	First	Year	-	Reading,	Literature,	Spelling,	Word	Building.	Composition,	Grammar.		p41,	42,	[docs	5,	6]	Category	 Evidence	literacy	content	knowledge	 reading	process:	function	of	oral	reading	and	silent	reading	in	relation	to	teaching	of	reading;		the	hygiene	of	reading;		importance	of	breathing	exercises.	value	of	various	types	of	story;	compositional,	aesthetic	and,	intellectual	elements	in	literature;	the	acquisition	of	the	reading	habit;	the	habit	of	independent	reading	spelling	process:	-	a	matter	of	the	eye	and	the	peculiarities	of	the	English	language;	word-building	and	its	relation	to	spelling	
Grammar	Grammar	and	composition;	the	use	of	punctuation	and	capitals;	sentence	structure;	correction	of	errors	in	composition	exercises;	literacy	curriculum	knowledge	 English	in	the	curriculum	English	in	relation	to	other	subjects	functions	of	literature	need	for	discipline	and	training	in	the	mother-tongue	
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aims	of	teaching	(a)	language	and	(b)	literature	working	vocabulary	before	beginning	reading	development	of	patterns	of	speech	–	(a)	phonics,	(b)	talks,	(c)	dramatisation,	(d)	recitation,	(e)	singing.	choice	of	reading	books;		stories	as	basis	of	future	literature	study;	choice	of	stories	poetry	and	recitation	in	infant	school	aims	of	teaching	literature	extensive	and	intensive	study	of	literature	the	study	of	Shakespeare	in	higher	primary	classes	dictation;	transcription	chief	aim	–	arrangement	of	ideas	and	fit	expression	of	them	relation	to	literature,	history,	geography,	and	nature-study;	expression	dependent	upon	impression;	development	of	individuality;	schemes	of	composition	lessons	for	various	stages;	
Oral	Composition	picture	and	object	expression	lessons	description;	narration;	
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discussion	formal	exercise	in	sentence-making	(a)	reproduction	–	changing	point	of	view;	use	of	the	outline	-	paragraphing	(b)	description	–	training	in	visualizing;	importance	of	arrangement	–	value	of	good	models;	(c)	letter-writing-	real	letters	and	correspondence.	Original	composition.	Schemes	of	work.	Precis	writing	–	formal	exercises	
Grammar	stage	at	which	it	should	be	introduced;	aim	and	scope	of	study	sentence	structure	schemes	of	work	in	teaching	of	grammar	literacy	pedagogical	knowledge	 procedure	in	the	reading	lesson	method	of	handling	the	story;	literature	lessons	(supplementary	reading	lessons);	sequence	of	work;	treatment	of	the	shorter	poem;	treatment	of	the	longer	poem;	memorizing;	the	reading	of	a	novel	
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use	of	pictures	and	illustrations	importance	of	written	work	in	teaching	spelling;	management	of	the	dictation	lesson	picture	and	object	expression	lessons	formal	exercise	in	sentence-making	importance	of	preliminary	oral	exercise	relation	of	literature	to	composition	as	providing	good	models	and	material;	methods	of	correction	rammar	to	be	learnt	through	and	by	means	of	language;	(a)	inductive	process	(b)	function	to	be	fundamental	in	teaching	of	grammar	correction	of	errors	in	composition	exercises	personal	literacy	knowledge	 nil	
Note:	Evidence	representing	literacy	knowledge	taken	directly	from	the	data	documents	-	Categorised	here	using	my	study’s	conceptual	framework	of	teacher	literacy	knowledges		 	
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Data	Analysis:	Historical	Program	1917	-	Phonetics		First	Year	Course.	p.	46,	47.	[docs	7,	8]	Category	 Evidence	literacy	content	knowledge	 English	vowels	and	consonants.	sounds	which	differ	in	the	speech	of	students	from	those	standard	English	drill	in	speech	sounds	Comparison	of	standard	English*	with	English	frequently	heard,	especially	–	(a)	Among	students.	(b)	Among	school	children.	literacy	curriculum	knowledge	 nil	literacy	pedagogical	knowledge	 Phonetics.	-	study	of	English	vowels	and	consonants	and	exercises	in	them.	Comparison	of	standard	English*	with	English	frequently	heard,	especially	–	(a)	Among	students.	(b)	Among	school	children.	Drill	in	sounds	which	differ	in	the	speech	of	students	from	those	standard	English*	to	the	extent	of	rendering	it	careless	or	“uneducated”.	Practice	in	reading	and	speaking.	The	IPA	alphabet	will	be	used	for	clarity	and	clearness	personal	literacy	knowledge	 Phonetics.	-	study	of	English	vowels	and	consonants	and	exercises	in	them.	Comparison	of	standard	English*	with	English	frequently	heard,	especially	–	(a)	Among	students.	
		 375	
(b)	Among	school	children.	Drill	in	sounds	which	differ	in	the	speech	of	students	from	those	standard	English*	to	the	extent	of	rendering	it	careless	or	“uneducated”.	Practice	in	reading	and	speaking.	The	IPA	alphabet	will	be	used	for	clarity	and	clearness	
Note:	Evidence	representing	literacy	knowledge	taken	directly	from	the	data	documents	-	Categorised	here	using	my	study’s	conceptual	framework	of	teacher	literacy	knowledges			 	
		 376	
Data	Analysis:	Historical	Program	1917	-	English.		First	Year	Course.	p47-48.	[docs	8,	9]	Category	 Evidence	literacy	content	knowledge	 nil	literacy	curriculum	knowledge	 nil	literacy	pedagogical	knowledge	 nil	personal	literacy	knowledge	 Literature	–	General	Reading	-	read	independently	Special	study.	–	Shakespeare.	Lectures	and	discussion:	influence	of	contemporary	literature;	the	relation	of	these	works	to	the	social	life	of	the	time	as	cause	or	effect;	biographies	of	the	authors,	peculiarities	of	style,	underlying	motives,	use	of	literary	and	historical	allusions;	Language	–	Form	and	Style	Student	notebooks:	impressions,	comments,	and	criticisms,	illustrations	plot	diagrams,	summaries;		Assessed:	literary	taste	and	appreciation,	range	of	reading,	and	power	of	expression	of	individual	students	Oral	work	–	dramatic	readings;	practice	in	narration	and	description,	reading,	recitation,	class	discussions,	preparation	and	reading	of	papers,	elocutionary	dramatic	recital	of	Shakespeare	
Note:	Evidence	representing	literacy	knowledge	taken	directly	from	the	data	documents	-	Categorised	here	using	my	study’s	conceptual	framework	of	teacher	literacy	knowledges		 	
		 377	
Data	Analysis:	Historical	Program	1917	-	English.	Second	Year	Course	and	Short	Course.	p.	48-49.	[docs	9,	10]	Category	 Evidence	literacy	content	knowledge	 	literacy	curriculum	knowledge	 	literacy	pedagogical	knowledge	 …course	will	be	conducted	so	as	to	show	the	method	of	class	treatment	of	the	various	types	and	classes	of	literature	suitable	for	children.	personal	literacy	knowledge	 Reading	Course.	–	Carlyle,	Sartor	Resartus;	Ruskin,	A	Joy	Forever;	George	Eliot,	Romola;	Pitt,	Orations	on	the	French	War;	J.	G.	Lockhart,	Life	of	Napoleon;	Byron,	Childe	of	Harold’s	Pilgrimage;	Bronte,	Jane	Eyre;	Hardy,	Trumpet	Major;	Palgrave’s	Golden	Treasury.	
The	Drama	–	Special	study	of	Shakespeare:	-	As	You	Like	It,	King	Lear,	and	Richard	III;	Third	term	students	will	read	independently	some	of	the	works	of	the	modern	literary	dramatists	Yeats,	Synge	and	G.	B.	Shaw.	This	course	will	embrace	mainly	a	study	of	literature	of	the	19th	century…lectures	will	discuss	their	bearings	of	the	life	of	today,	the	moral,	social,	and	aesthetic	questions	raised	by	these	works,	and	their	value	and	significance	in	illustrating	the	development	of	thought	in	the	19th	century.	...	the	course	aims	at	developing	literary	taste	and	appreciation…in	addition,	it	is	intended	to	interest	the	student	in	the	study	of	the	ideals	of	British	Patriotism,	the	consideration	of	customs	and	manners	as	indicative	of	the	life	in	each	period,	and	in	the	effects	of	environment	on	human	life	and	character.	
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Literature	Notebook…record	his	independent	work	–	appreciation	of	books	read,	narrations,	descriptions,	expositions,	summaries,	illustrations	
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Data	Analysis:	Historical	Program	1917	–	English	Second	Year	Course.	Demonstration	Lessons.	p.	49.	[doc.	10]	Category	 Evidence	literacy	content	knowledge	 Narration	of	Story.	Picture	Talk.	Oral	Composition,	based	upon	story	or	poem.	Treatment	of	a	Scene	or	Passage	from	Shakespeare.	literacy	curriculum	knowledge	 nil	literacy	pedagogical	knowledge	 Narration	of	Story.	Picture	Talk.	A	Story	Play.	Language	Lessons.	Oral	Composition,	based	upon	story	or	poem.	Reading	Lessons.	Supplementary	Reading	Lessons	–	a	novel.	Treatment	of	a	Scene	or	Passage	from	Shakespeare.	Treatment	of	a	poem.	personal	literacy	knowledge	 nil	
Note:	Evidence	representing	literacy	knowledge	taken	directly	from	the	data	documents	-	Categorised	here	using	my	study’s	conceptual	framework	of	teacher	literacy	knowledges	
		 380	
Data	Analysis:	Historical	Program	1917	-	History.	First	Year.	p.	58.	[doc.12]	Category	 Evidence	literacy	content	knowledge	 nil	literacy	curriculum	knowledge	 The	British	Empire:	Exploration,	voyages,	settlements]	Canada	–	colonial	society,	rebellions,	federation;	Australia	and	New	Zealand	–	search	for	Terra	Australis,	Responsible	Govt,	gold;	South	Africa	–	Recrudenscence,	Rhodes,	Krupp,	Boer	War,	Botha;	The	Crown	
Colonies	–	location	and	salient	features	
Protectorates	–	Stamford	Raffles	and	British	Colonial	Policy	
India	–	country,	people,	Extension	of	British	Dominion,	administration,	unrest	
Growth	of	colonial	nationalism	
Empire	problem	–	voluntary	cooperation,	Imperialism		literacy	pedagogical	knowledge	 nil	personal	literacy	knowledge	 nil	
Note:	Evidence	representing	literacy	knowledge	taken	directly	from	the	data	documents	-	Categorised	here	using	my	study’s	conceptual	framework	of	teacher	literacy	knowledges		 	
		 381	
Data	Analysis:	Historical	Program	1917	-	Drawing	and	Applied	Art.	Drawing-Ordinary	Course	Year	1.	p.	61	[doc.	13]	Category	 Evidence	literacy	content	knowledge	 	literacy	curriculum	knowledge	 	literacy	pedagogical	knowledge	 	personal	literacy	knowledge	 Drawing	Blackboard	drawing,	writing,	figuring:-	Surface	description,	perspective,	and	light	and	shade.	Drawings	will	be	made	in	pencil	or	crayon,	and	afterwards	will	be	drawn	on	the	blackboard	from	memory.	Practice	will	begin	in	blackboard	writing	and	figuring,	and	in	the	arrangement	of	work	on	the	board.	Brushwork	and	Design:-	The	representation	of	natural	forms	in	colour	and	under	condition	so	light	and	shade,	styles	of	ornament	,	the	principles	of	ornament,	application	of	principles	of	simple	ornament	
Note:	Evidence	representing	literacy	knowledge	taken	directly	from	the	data	documents	-	Categorised	here	using	my	study’s	conceptual	framework	of	teacher	literacy	knowledges		 	
		 382	
	 Data	Analysis:	Historical	Program	1917	-	Text	Books.	First-Year	Courses.	Education,	English.	(p78).	[doc.	14]	Category	 Evidence	literacy	content	knowledge	 The	Lesson	in	Appreciation:	Lessons	[Essay?]	on	the	Appreciation	of	Beauty	(Hayward,	1915)	music,	art,	literature,	Shakespeare	Golden	Treasury	of	the	Best	Songs	and	Lyrics	in	the	English	Language	(Palgrave,	1861	onwards)	literacy	curriculum	knowledge	 	literacy	pedagogical	knowledge	 Principles	and	Methods	of	Teaching.	(Welton	1909)	Primer	of	Teaching	Practice	(Green	&	Birchenough,	1912)	Suggestions	for	the	Consideration	of	Teachers	(UK	Bd	of	Educ.,	c1905)The	Lesson	in	Appreciation:	Lessons	[Essay?]	on	the	Appreciation	of	Beauty.	(Hayward,	1915)	music,	art,	literature,		personal	literacy	knowledge	 Complete	Works	(Shakespeare)	Golden	Treasury	of	the	Best	Songs	and	Lyrics	in	the	English	Language	(Palgrave,	1861	onwards)	Old	Mortality	(Scott,	1816)	St.	Ives	(Stevenson,	1897)	Sohrab	and	Rustum	(Arnold,	1853)		English	Ballads:	Sir	Patrick	Spens	Robin	Hood	Ballads	(Blackie,	1895?)	Odyssey	of	Homer	–	Done	into	English	Prose	(Butcher	and	Lang,	1906)	
		 383	
Fall	of	Constantinople	(Neagle)	Captain	Singleton	(Defoe,	1720	The	Lesson	in	Appreciation:	Lessons	[Essay?]	on	the	Appreciation	of	Beauty.	(Hayward,	1915)	music,	art,	literature,		
Note:	Evidence	representing	literacy	knowledge	taken	directly	from	the	data	documents	-	Categorised	here	using	my	study’s	conceptual	framework	of	teacher	literacy	knowledges		 	
		 384	
Data	Analysis:	Historical	Program	1917	–	Textbooks.	First-Year	Courses.	Phonetics	Y1.	p.	79.	[doc.	15]	Category	 Evidence	literacy	content	knowledge	 nil	literacy	curriculum	knowledge	 nil	literacy	pedagogical	knowledge	 nil	personal	literacy	knowledge	 Science	of	Speech	
Note:	Evidence	representing	literacy	knowledge	taken	directly	from	the	data	documents	-	Categorised	here	using	my	study’s	conceptual	framework	of	teacher	literacy	knowledges		 	
		 385	
Data	Analysis:	Historical	Program	1917	-	Text	Books.		First	Year	Courses.	Composition,	History	Method,	Applied	Art.	p.	80.	[doc.	16]	Category	 Evidence	literacy	content	knowledge	 nil	literacy	curriculum	knowledge	 nil	literacy	pedagogical	knowledge	 History	–	Method	A	Picture	Book	of	British	History	(Roberts,	1914)	personal	literacy	knowledge	 Applied	Art	The	painters	of	Florence	(Cartwright)	The	Renaissance	(Sichel)	Painters	and	Painting	(Wedmore)	Architecture	(Lethaby)	
Composition	The	English	Language	(Pearsail	Smith)	First	Aid	to	Essay	Writing	(Meredith	Atkinson,	1913)	
Note:	Evidence	representing	literacy	knowledge	taken	directly	from	the	data	documents	-	Categorised	here	using	my	study’s	conceptual	framework	of	teacher	literacy	knowledges		 	
		 386	
Data	Analysis:	Historical	Program	1917	-	Text	Books.	Second-Year	Courses.	Education,	English,	History.	p.	84.	[doc.	17]	Category	 Evidence	literacy	content	knowledge	 nil	literacy	curriculum	knowledge	 nil	literacy	pedagogical	knowledge	 nil	personal	literacy	knowledge	 Sartor	Resartus	(Carlyle,	1836)	Poems,	1849-1867	(Arnold)	A	Joy	Forever	(Ruskin,	1857)	Orations	on	the	French	War	to	the	Peace	of	Amiens	(Pitt,	1906)	Romola	(George	Eliot,	1863)	Life	of	Napoleon	Bonapart:	Emperor	of	France	(Lockhart,	1856)	Childe	Harold’s	Pilgrimage,	Cantos	III	and	IV	(Byron,	1812-1818)	Jane	Eyre	(Bronte,	1847)	Trumpet	Major	(Hardy,	1880)	Selected	Essays	and	Letters	(Lamb,	Charles;	Guth	Keleb	Ed.,)	Poems	and	Plays	Vol.	II	(Browning,	1906)	Lesson	in	Appreciation	
Note:	Evidence	representing	literacy	knowledge	taken	directly	from	the	data	documents	-	Categorised	here	using	my	study’s	conceptual	framework	of	teacher	literacy	knowledges	
		 387	
Data	Analysis:	Historical	Program	1917	-	Text	Books.		Second	Year	Courses.	Writing	of	English,	Civics.	p.	85.	[doc.	18]	Category	 Evidence	literacy	content	knowledge	 Selected	Short	Stories	of	the	XIX	Century	(Walker,	1914)		literacy	curriculum	knowledge	 Civics	Evolution	of	Industry	(Macgrevor)	Elements	of	English	Law	(…ddhart	[illegible])	Economics	(Science	of	Wealth)	(…obson	[illegible])	History	of	England	(…llard	[illegible])	War	and	Democracy	(…ton	&	Watson	[illegible])	English	Political	Institutions	(…arriot	[illegible])	Political	Thought	from	Spencer	to	To-day.	(…rker	[illegible])	Problem	of	the	Commonwealth	(…rtis	[illegible])	literacy	pedagogical	knowledge	 nil	personal	literacy	knowledge	 Civics	Evolution	of	Industry	(Macgrevor)	Elements	of	English	Law	(…ddhart	[illegible])	Economics	(Science	of	Wealth)	(…obson	[illegible])	History	of	England	(…llard	[illegible])	War	and	Democracy	(…ton	&	Watson	[illegible])	
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English	Political	Institutions	(…arriot	[illegible])	Political	Thought	from	Spencer	to	To-day.	(…rker	[illegible])	Problem	of	the	Commonwealth	(…rtis	[illegible])	
Note:	Evidence	representing	literacy	knowledge	taken	directly	from	the	data	documents	-	Categorised	here	using	my	study’s	conceptual	framework	of	teacher	literacy	knowledges		 	
		 389	
Data	Analysis:	Historical	Program	1917	-	Standard	for	Examination	for	Entrance	to	Short	Course.	–	English.		p.	136.	[doc.	19]	Category	 Evidence	literacy	content	knowledge	 nil	literacy	curriculum	knowledge	 nil	literacy	pedagogical	knowledge	 nil	personal	literacy	knowledge	 Composition:	Essay;	private,	official,	and	business	letter-writing;	explanation	of	quoted	passages.	Accidence;	parsing;	analysis	of	sentences	into	classes,	subjects	and	predicates.	Dictation	of	passages	of	ordinary	prose.	Writing*,	judge	by	that	shown	in	the	passage	from	dictation	and	in	the	examination	papers	generally.	[*presume	‘handwriting’]	
		 390	
Note:	Evidence	representing	literacy	knowledge	taken	directly	from	the	data	documents	-	Categorised	here	using	my	study’s	conceptual	framework	of	teacher	literacy	knowledges		 	
		 391	
Data	Analysis:	Historical	Program	1917	-	Examination	English	Year	1	p.	167,	168.	[doc.	21a,	21b]	Category	 Evidence	literacy	content	knowledge	 	literacy	curriculum	knowledge	 	literacy	pedagogical	knowledge	 	personal	literacy	knowledge	 Q1.	Write	an	imaginary	conversation	[for	selected	characters	from	literature]:	Cuddie	Headrigg	and	Lady	Margaret	Belleden;	Capt	Singleton	and	a	stay-at-home	English;	De	Rushton	and	his	wife	after	their	arrival	in	England.	Q2.	Give	in	detail	one	of	the	following:-	a	scene	to	show	unrest	in	Scotland	in	the	latter	half	of	the	17th	century;	an	episode	to	give	an	idea	of	the	treachery	rife	in	Constantinople	in	1453;	an	account	of	the	probable	experience		of	a	French	officer	on	parole	in	England	about	1813.		Q3.	Write	pen	picture	of	three	of	the	following:-	Regan,	Richard	Burstow,	Rustum,	Sir	Patricks	Spens,	Tybalt,	Claverhouse,	St	Ives.		or	Write	character	sketches	of	three	of	the	following:-	Sohrab,	Kent,	Cordelia,	Constantine,	Mercutio,	Lord	Capulet	Q4.	During	the	year,	you	have	studied	ballads,	dramas	and	novels.	Which	of	these	types	of	literature	interested	you	most?		Give	reasons	for	your	preference	to	support	by	illustrations.		or	
		 392	
From	the	novels	and	dramas	you	have	studied	which	of	the	two	types	of	literature	gave	you	a	clearer	view	of	character?		Illustrate	freely.	Q5.	Classify	as	novels	(giving	your	reasons)	“The	Fall	of	Constantinople”	and	“St	Ives.”		or	What	are	the	characteristics	qualities	of	the	following	novelists:-	De	Foe,	Scott,	Stevenson?		Illustrate	freely.	
Note:	Evidence	representing	literacy	knowledge	taken	directly	from	the	data	documents	-	Categorised	here	using	my	study’s	conceptual	framework	of	teacher	literacy	knowledges		 	
		 393	
	 Data	Analysis:	Historical	Program	1917	-	Examination	English	Method	1.	p.	159.	[doc.	22a]	Category	 Evidence	literacy	content	knowledge	 comparative	and	superlative	for	of	adjectives	(a	first	lesson);	the	use	of	“will”	and	“shall	accidence	(of	noun,	pronoun,	or	verb	literacy	curriculum	knowledge	 Q1.	Make	notes	for	an	inductive	language	lesson	(inductive)	of	the	following:-	the	use	of	comparative	and	superlative	for	of	adjectives	(a	first	lesson);	the	use	of	“will”	and	“shall.”	Q2.	Explain	carefully	how	you	would	lead	a	third	class	to	write	a	story,	and	what	you	would	do	with	it	when	written.	Q3.	Discuss	the	importance	now	attached	to	silent	reading,	giving	reasons	carefully.	Q4.	Summarise	and	discuss	the	results	for	from	experiments	on	teaching	spelling	which	are	of	practice	value	to	the	teacher	in	arranging	his	method.	Q5.	Select	some	part	of	the	work	in	the	primary	school	which	deals	with	accidence	(of	noun,	pronoun,	or	verb),	and	describe	your	procedure	in	a	lesson	on	the	point	literacy	pedagogical	knowledge	 Q1.	Make	notes	for	an	inductive	language	lesson	(inductive)	of	the	following:-	the	use	of	comparative	and	superlative	for	of	adjectives	(a	first	lesson);	the	use	of	“will”	and	“shall.”	Q2.	Explain	carefully	how	you	would	lead	a	third	class	to	write	a	story,	and	what	you	would	do	with	it	when	written.	Q3.	Discuss	the	importance	now	attached	to	silent	reading,	giving	reasons	carefully.	
		 394	
Q4.	Summarise	and	discuss	the	results	for	from	experiments	on	teaching	spelling	which	are	of	practice	value	to	the	teacher	in	arranging	his	method.	Q5.	Select	some	part	of	the	work	in	the	primary	school	which	deals	with	accidence	(of	noun,	pronoun,	or	verb),	and	describe	your	procedure	in	a	lesson	on	the	point	personal	literacy	knowledge	 nil	
Note:	Evidence	representing	literacy	knowledge	taken	directly	from	the	data	documents	-	Categorised	here	using	my	study’s	conceptual	framework	of	teacher	literacy	knowledges		 	
		 395	
Data	Analysis:	Historical	Program	1917	-	Examination	English	Method	2.		p.	159,	160.	[docs	22b,	22c]	Category	 Evidence	literacy	content	knowledge	 	literacy	curriculum	knowledge	 Q1.	Write	and	imaginary	conversation	between	yourself	and	a	group	of	five	children	on	a	famous	picture.		State	the	ages	of	the	children,	name	the	picture	and	give	your	reasons	for	selecting	it.	Q2.	Discuss	the	value	of	extensive	reading	in	the	Infant	School,	and	state	some	of	the	essential	qualities	of	such	reading	matter.	Q3.	What	are	the	aims	of	oral	composition,	and	how	may	the	chief	difficulties	in	the	treatment	of	the	subject	be	overcome?	Q4.	Name	a	story,	a	talk,	and	a	picture	which	may	be	associated	with	the	following	poem,	and	outline	your	treatment	of	this	with	a	IIA	(Upper	Second)	Class.	Q5.	Narrate	as	to	a	specified	class	a	story	calculated	to	inspire:-	a	sense	of	brotherhood;	or	an	interest	in	animals;	or	admiration	for	noble	deeds.	Q6.	Select	a	nursery	rhyme,	discuss	its	possible	origin,	[explain]	its	interest	for	young	children,	and	give	an	outline	treatment	of	it	with	a	kindergarten	literacy	pedagogical	knowledge	 Q1.	Write	and	imaginary	conversation	between	yourself	and	a	group	of	five	children	on	a	famous	picture.		State	the	ages	of	the	children,	name	the	picture	and	give	your	reasons	for	selecting	it.	Q2.	Discuss	the	value	of	extensive	reading	in	the	Infant	School,	and	state	some	of	the	essential	qualities	of	such	reading	matter.	
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Q3.	What	are	the	aims	of	oral	composition,	and	how	may	the	chief	difficulties	in	the	treatment	of	the	subject	be	overcome?	Q4.	Name	a	story,	a	talk,	and	a	picture	which	may	be	associated	with	the	following	poem,	and	outline	your	treatment	of	this	with	a	IIA	(Upper	Second)	Class.	Q5.	Narrate	as	to	a	specified	class	a	story	calculated	to	inspire:-	a	sense	of	brotherhood;	or	an	interest	in	animals;	or	admiration	for	noble	deeds.	Q6.	Select	a	nursery	rhyme,	discuss	its	possible	origin,	[explain]	its	interest	for	young	children,	and	give	an	outline	treatment	of	it	with	a	kindergarten	personal	literacy	knowledge	 nil	
Note:	Evidence	representing	literacy	knowledge	taken	directly	from	the	data	documents	-	Categorised	here	using	my	study’s	conceptual	framework	of	teacher	literacy	knowledges		 	
		 397	
Data	Analysis:	Historical	Program	1917	–	Examination	Education	Method.		p.	152	[doc.	23]	Category	 Evidence	literacy	content	knowledge	 nil	literacy	curriculum	knowledge	 nil	literacy	pedagogical	knowledge	 nil	personal	literacy	knowledge	 nil	
Note:	Evidence	representing	literacy	knowledge	taken	directly	from	the	data	documents	-	Categorised	here	using	my	study’s	conceptual	framework	of	teacher	literacy	knowledges			 	
		 398	
Data	Analysis:	Historical	Program	1917	-	Examination	1	English	Year	2.	p.	136	[doc.24]	Category	 Evidence	literacy	content	knowledge	 nil	literacy	curriculum	knowledge	 nil	literacy	pedagogical	knowledge	 nil	personal	literacy	knowledge	 Q1.	By	comparing	(a)	Jacques	with	Richard	II,	(b)	Cordelia	with	Lear,	discuss	the	effect	of	character	and	situation	respectively	in	producing	tragedy.	Q2.	(a)	[quotations	from		Shakespeare,	Byron,	Carlyle,	Browning,	Arnold]	Choose	three	of	the	above	quotations	and	discuss	the	point	of	view	they	imply	in	the	work	or	author	mentioned.		Compare	these	points	of	view	with	one	another,	where	possible.	Q3.	It	has	been	said	that	Shakespeare’s	characters	are	“character	in	action”	–	that	is,	that	they	show	development.		Discuss	the	figure	of	Edgar	in	“King	Lear”	in	the	light	of	this	saying.	Q4.	Discuss	carefully	what	Carlyle	means	by	saying	that	“Society	is	founded	upon	cloth.”	
Note:	Evidence	representing	literacy	knowledge	taken	directly	from	the	data	documents	-	Categorised	here	using	my	study’s	conceptual	framework	of	teacher	literacy	knowledges			 	
		 399	
Data	Analysis:	Historical	Program	1917	-	Examination	2	English	Year	2.		p.	137	[doc.	25]	Category	 Evidence	literacy	content	knowledge	 nil	literacy	curriculum	knowledge	 nil	literacy	pedagogical	knowledge	 nil	personal	literacy	knowledge	 Q1.	…	the	three	novels	studied	this	year,	which	gave	you	most	pleasure?		Discuss	the	sources	of	your	enjoyment.		If	you	find	it	difficult	to	differentiate	the	features	of	each	which	afforded	you	pleasure.		Base	your	answer	on	your	own	individual	preference;	not	on	general	criticism.	Q2.	Discuss	[two	comments	about	Pitt’s	speeches]	in	the	light	of	your	acquaintance	with	Pitt’s	speeches.	References	to	speeches	not	read	in	class	will	be	valued	highly.	OR	Q3	.	Discuss	the	dictum	that	“the	style	is	the	man,”	with	reference	to	Carlyle	and	Ruskin.	Q4.	Browning	has	been	called	a	“dramatic	psychologist.”		Illustrate	this	from	your	reading,	and	discuss	how	it	bears	upon	(a)	the	question	of	his	poetic	quality,	(b)	his	merit	as	a	dramatist.	
Note:	Evidence	representing	literacy	knowledge	taken	directly	from	the	data	documents	-	Categorised	here	using	my	study’s	conceptual	framework	of	teacher	literacy	knowledges		 	
		 400	
Data	Analysis:	Historical	Program	1917	-	Examination	Rhetoric	Year	1.	p.	173,	174,	175	[doc.	26a,	26b,	26c]	Category	 Evidence	literacy	content	knowledge	 nil	literacy	curriculum	knowledge	 nil	literacy	pedagogical	knowledge	 nil	personal	literacy	knowledge	 Q1.	Correct	the	following	sentences,	naming	the	error	or	defect	involved:-	[ambiguities,	vocab	errors]	Q2.	Give	the	roots	of,	and	images	contained	in,	any	five	of	the	following	words:-	tenacious,	complicated,	pastor,	collapse,	induction,	rapt,	coincidence,	ardent,	imperative,	prevent.	Q3.	Comment	briefly	on	the	following	images,	pointing	out	their	fitness	or	unfitness:-	[quotes	from	poems	–	Wordsworth	etc].	Q4.	Suggest	a	synonym	for	each	of	the	underlined	words	[in	a	given	text],	stating	what	difference	in	meaning	your	alteration	would	make.	[enormous,	manifolded,	misty,	immensely	distant,	prodigious	expanse,	lessened,	wild,	vivid	foliage,	jagged,	prospect]	Q5.	Condense	the	following	to	about	half	its	present	volume:-	[200	word	text		recount	of	sea	battle	between	German	and	British	destroyers].	Q6.	Paraphrase	the	following.	[90	word	excerpt	from	romantic	narrative		poem].	Q7.	Describe	in	not	more	that	two	pages,	any	one	of	the	following:-	(a)	sunset	of	Sydney	Harbour.	(b)	The	recent	wind-storm	in	Sydney.	(c)	The	thoughts	of	Rip	Van	Winkle	on	seeing	an	aeroplane.		(d)	The	
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philosophy	of	life	in	the	following:-	“All	heads	must	come	to	the	cold	tomb.		Only	the	actions	of	the	just	smell	sweet	and	blossom	in	their	dust.”	Q8.	Answer	one	of	the	following:-	(a)	Name	the	principle	foreign	elements	in	the	English	language.	What	effect	have	they	had	on	its	character?	(b)	What	traces	of	human	history	still	remain	in	the	English	language?	(c)	In	what	way	is	our	language	a	records	of	the	intellectual	growth	of	our	nation?	
Note:	Evidence	representing	literacy	knowledge	taken	directly	from	the	data	documents	-	Categorised	here	using	my	study’s	conceptual	framework	of	teacher	literacy	knowledges		 	
		 402	
Data	Analysis:	Historical	Program	1917	–	Examination	Phonetics	Year	2.	p.	151	[doc.	27]	Category	 Evidence	literacy	content	knowledge	 Q1.	Explain	“lisping.”	How	would	you	try	to	overcome	it?	Q2.	Explain	fully	the	formation	of	the	r		sound.			What	is	the	value	of	the	r	letter	in		(a)	water;	(b)	rough;	(c)	port?	Q3.	Rewrite	phonetically	the	following	sentence,	showing	(a)	The	pronunciation	of	each	word	in	isolation;	(b)	the	pronunciation	as	a	sentence	when	said	with	ordinary	care.	“There	is	nothing	to	be	done	until	he	has	told	you	what	he	wants.”	Give	the	cause	of	any	differences	occurring	in	(a)	and	(b)	literacy	curriculum	knowledge	 nil	literacy	pedagogical	knowledge	 Q1.	,Explain	“lisping.”	How	would	you	try	to	overcome	it?	personal	literacy	knowledge	 Q4.	What	sounds	in	your	own	speech	are	not	accepted	as	good	English	speech	sounds?		How	do	you	form	them,	and	how	should	they	be	formed?		What	method	have	you	adopted	to	improve	them?	
Note:	Evidence	representing	literacy	knowledge	taken	directly	from	the	data	documents	-	Categorised	here	using	my	study’s	conceptual	framework	of	teacher	literacy	knowledges		 	
		 403	
Data	Analysis:	Historical	Program	1917	-	Examination	Education	General	Method	Year	2.	p.	151	[doc.28]	Category	 Evidence	literacy	content	knowledge	 	literacy	curriculum	knowledge	 	literacy	pedagogical	knowledge	 Q4.	What	plans	have	you	determined	on	to	train	children	in	the	study	of	Text	books,	Source	books,	Books	of	travel,		Guide	books,	Magazines,	Tables	of	statistics,	Encyclopaedias,	Maps	and	charts,	etc.?	personal	literacy	knowledge	 	
Note:	Evidence	representing	literacy	knowledge	taken	directly	from	the	data	documents	-	Categorised	here	using	my	study’s	conceptual	framework	of	teacher	literacy	knowledges			 	
		 404	
Data	Analysis:	Historical	Program	1917	–	Examination	Theory	of	education.	Year	2.	p.	132	[doc.	29]	Category	 Evidence	literacy	content	knowledge	 nil	literacy	curriculum	knowledge	 nil	literacy	pedagogical	knowledge	 nil	personal	literacy	knowledge	 nil	
Note:	Evidence	representing	literacy	knowledge	taken	directly	from	the	data	documents	-	Categorised	here	using	my	study’s	conceptual	framework	of	teacher	literacy	knowledges		 	
		 405	
Data	Analysis:	Historical	Program	1917	-	Examination	History	of	Education	Year	2.	p.	133	[doc.	30]	Category	 Evidence	literacy	content	knowledge	 	literacy	curriculum	knowledge	 	literacy	pedagogical	knowledge	 	personal	literacy	knowledge	 Q1.	What	according	to	Plato,	is	the	educational	function	(a)	of	gymnastics,	(b)	of	music?	Q4.	Explain	the	following	sayings	of	Aristotle:-	(a)	leisure	is	better	than	business”;	(b)	“To	be	always	seeking	after	the	useful	does	not	become	[illegible]	and	exalted	souls.”	Q5.	Why	did	both	Plato	and	Aristotle	treat	education	as	a	branch	of	political	philosophy?	Q7.	Examine	the	ethical	foundations	of	ancient	Greek	education.	
Note:	Evidence	representing	literacy	knowledge	taken	directly	from	the	data	documents	-	Categorised	here	using	my	study’s	conceptual	framework	of	teacher	literacy	knowledges		 	
		 406	
Data	Analysis:	Historical	Program	1917	-	Examination,	Drawing	Year	1.	p.	166	[doc.31]	Category	 Evidence	literacy	content	knowledge	 nil	literacy	curriculum	knowledge	 nil	literacy	pedagogical	knowledge	 nil	personal	literacy	knowledge	 Q1.	Draw	on	the	paper	supplied	the	group	of	objects	arranged	in	view.	The	drawing	is	to	well	fill	the	space	of	the	paper.		Forty-five	minutes.	Q2.	Memory	drawing	on	blackboard.	Draw	on	the	board	the	object	allowed	for	one	minute’s	observation.	Q3.	Perspective	(a)	Swing	doors	are	open	thus:-	The	left	door	opens	from	spectator	at	30o	to	doorway.		The	right	door	opens	towards	spectator	at	90o	to	doorway.		The	doorway	is	parallel	and	central	with	spectator.		Draw	doorway	and	doors.	(b)	A	log	sawn	from	the	bole	of	a	tree	and	a	plank	are	used	to	construct	a	see-saw.		The	plank	is	end	on	to	spectator,	and	the	log	shows	one	end	at	a	slight	ellipse.		Draw	the	picture.	Q4.	Construction	(a)	Show	the	appearance	of	railway	carriage	buffers,	both	when	in	contact	and	when	extended.	
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(b)	Masons	have	made	use	of	two	large	stone	blocks	and	an	iron	bar	to	carry	their	billy	over	a	fire.		Draw	the	picture.	Q5.	Visualisation	(a)	A	veranda-post	story!	(b)	Ticket	
Note:	Evidence	representing	literacy	knowledge	taken	directly	from	the	data	documents	-	Categorised	here	using	my	study’s	conceptual	framework	of	teacher	literacy	knowledges		 	
		 408	
Data	Analysis:	Historical	Program	1917	-	Examination	Illustration	Year	1.		p.	165	[doc.	33]	Category	 Evidence	literacy	content	knowledge	 	literacy	curriculum	knowledge	 	literacy	pedagogical	knowledge	 	personal	literacy	knowledge	 Subject:-(a)	“Dandelion	Clock.”	(b)	“The	Owl	and	the	Pussy	Cat.”	(c)	“The	May	Pole.”	(d)	“Robin	Hood	encounters	the	King	in	the	Forest.”	(e)	“Jackdaw	of	Rheims.”	(f)	On	either	side	of	the	river	lie,	Long	fields	of	barley	and	of	rye,	That	clothe	the	wold	and	meet	the	sky;	And	thro’	the	field	the	road	runs	by	To	many-towered	Camelot.	Any	one	of	the	above	to	be	illustrated	in	the	style	considered	most	suitable.		Small	preliminary	sketches	to	be	made,	and	afterwards	given	in	with	the	larger	drawing	
Note:	Evidence	representing	literacy	knowledge	taken	directly	from	the	data	documents	-	Categorised	here	using	my	study’s	conceptual	framework	of	teacher	literacy	knowledges		 	
		 409	
Data	Analysis:	Historical	Program	1917	-	Examination	Nature	Study	–	Method	1.	p.	161	[doc	34]	Category	 Evidence	literacy	content	knowledge	 	literacy	curriculum	knowledge	 	literacy	pedagogical	knowledge	 	personal	literacy	knowledge	 Q1.	Enumerate	the	forms	of	life	that	might	be	taken	as	subjects	for	Nature	Study	in	a	series	of	lessons	on	soil	dwellers.		Write	full	notes	of	a	lesson	on	any	one	of	these	forms,	giving	the	probable	questions	you	would	ask	under	each	heading.	Q2.	Write	a	full	description	of	the	frog	or	the	vine	moth.		State	how	you	would	follow	out	the	life	of	either	in	the	school	room.		What	value	would	you	attach	to	such	work?	Q3.	Describe	the	characters	of	a	wind-pollinated	flower,	and	name	three	examples.		Q4.	Give	as	full	account	as	possible	of	the	feeding	of	plants	
Note:	Evidence	representing	literacy	knowledge	taken	directly	from	the	data	documents	-	Categorised	here	using	my	study’s	conceptual	framework	of	teacher	literacy	knowledges			 	
		 410	
Data	Analysis:	Historical	Program	1917	-	Examination	Nature	Study	–	Method	2.	p.	161	[doc	35]	Category	 Evidence	literacy	content	knowledge	 nil	literacy	curriculum	knowledge	 nil	literacy	pedagogical	knowledge	 nil	personal	literacy	knowledge	 nil	
Note:	Evidence	representing	literacy	knowledge	taken	directly	from	the	data	documents	-	Categorised	here	using	my	study’s	conceptual	framework	of	teacher	literacy	knowledges			 	
		 411	
Data	Analysis:	Historical	Program	1917	-	Practice	in	teaching	Demonstration	School	requirements.	p.	28,	29	[docs	36a,	36b]	Category	 Evidence	literacy	content	knowledge	 nil	literacy	curriculum	knowledge	 nil	literacy	pedagogical	knowledge	 nil	personal	literacy	knowledge	 nil	
Note:	Evidence	representing	literacy	knowledge	taken	directly	from	the	data	documents	-	Categorised	here	using	my	study’s	conceptual	framework	of	teacher	literacy	knowledges			 	
		 412	
Data	Analysis:	Historical	Program	1917	-	Practice	in	teaching	Demonstration	Lessons	requirements		p.	29	[doc.	37a]	Category	 Evidence	literacy	content	knowledge	 nil	literacy	curriculum	knowledge	 nil	literacy	pedagogical	knowledge	 nil	personal	literacy	knowledge	 nil	
Note:	Evidence	representing	literacy	knowledge	taken	directly	from	the	data	documents	-	Categorised	here	using	my	study’s	conceptual	framework	of	teacher	literacy	knowledges		 	
		 413	
Data	Analysis:	Historical	Program	1917	-	Demonstration	Lessons	Requirements,	p.	30	[doc.	37b]	Category	 Evidence	literacy	content	knowledge	 nil	literacy	curriculum	knowledge	 nil	literacy	pedagogical	knowledge	 (6)	The	questions	–	Form	of	question,	their	distribution,	kind	of	answers	accepted,	use	made	of	the	answers,	purpose	the	questions.	(8)	The	use	of	the	blackboard;	the	blackboard	scheme;	the	size	of	the	writing;	kind	of	sketches	personal	literacy	knowledge	 nil	
Note:	Evidence	representing	literacy	knowledge	taken	directly	from	the	data	documents	-	Categorised	here	using	my	study’s	conceptual	framework	of	teacher	literacy	knowledges			 	
		 414	
Data	Analysis:	Historical	Program	1917	-	Blackfriars	Demonstration	School.	General	Timetable,		p.	86	[doc.	38]	Category	 Evidence	literacy	content	knowledge	 nil	literacy	curriculum	knowledge	 Reading,	Writing,	Spelling,	Speech	and	Language	Training,	Literature	Story,	Poetry,	Composition	literacy	pedagogical	knowledge	 nil	personal	literacy	knowledge	 nil	
Note:	Evidence	representing	literacy	knowledge	taken	directly	from	the	data	documents	-	Categorised	here	using	my	study’s	conceptual	framework	of	teacher	literacy	knowledges			 	
		 415	
Data	Analysis:	Historical	Program	1917	-	North	Newtown	General	Timetable	(Primary	Dept.),	p.	88	[39]	Category	 Evidence	literacy	content	knowledge	 nil	literacy	curriculum	knowledge	 Reading	School	Magazine;	Supplementary	Reader	or	Author;	Poetry,	Literature,	Literary	story;	Writing;	Spelling,	Word-building,	Dictionary	practice;	Phonic	exercises;	Dictation	Test;	Composition,	including	Picture	Talk	in	Lower	Classes;	Formal	Language	or	Grammar;	transcription;	Debate,	Class	Discussion,	Committee	reports	literacy	pedagogical	knowledge	 nil	personal	literacy	knowledge	 nil	
Note:	Evidence	representing	literacy	knowledge	taken	directly	from	the	data	documents	-	Categorised	here	using	my	study’s	conceptual	framework	of	teacher	literacy	knowledges			 	
		 416	
APPENDIX	4:		DATA	ANALYSIS	-	CURRENT	PROGRAM	EVIDENCE	Analysis	of	the	Current	Program	data	is	presented	here	in	document	sequence.		Evidence	representing	literacy	knowledge	was	taken	directly	from	each	program	document	using	the	coding	analytic	outlined	Chapter	4:	Methodology.		In	each	table	below,	evidence	has	been	classified	according	to	the	conceptual	framework	of	teacher	literacies	knowledge	developed	in	Chapter	3:	Literature	Review	(Figure	1).	 <Program	name	–	Document	name	–Source	page/section	-		[Data	document	number]	>	
Category	 Evidence	literacy	content	knowledge	 <	nature	of	aspects	and	elements	of	literacy/language/subject	English;	learning	‘about’>	literacy	curriculum	knowledge	 <	prescribed	content	to	be	taught;	scope	and	sequence	of	content,		stages	of		development,	course	of	study,	goals,	aims,	outcomes,	objectives>	literacy	pedagogical	knowledge	 <	methods,	approaches,	strategies,	activity	sequences	for	implementing	the	prescribed	curriculum;	the	activity	of	teaching	and	learning>	personal	literacy	knowledge	 <	teaching	and	learning	of	elements	of	literacy	where	the	intent	is	to	develop	PSPT	own	knowledge	to	undertake	the	ITE	course	or	for	future	work	as	teacher;	learning	‘to	do’>	
Note:	nil	-	no	evidence	of	literacy	knowledge	identified			 	
		 417	
Data	Analysis:	Current	Program	2014	-	Emerging	Numeracy	[doc.	1a]	
Category	 Evidence	literacy	content	knowledge	 Language	of	numeracy	and	mathematics;	Where’s	the	numeracy?;	What	does	the	language	tell	us?	literacy	curriculum	knowledge	 nil	literacy	pedagogical	knowledge	 Numeracy	and	Literature:	Story	time;	Maths	&	literature	assignment;	You	will	need	to	bring	a	picture	book	to	this	session.	personal	literacy	knowledge	 Language	of	numeracy	and	mathematics		What	does	the	language	tell	us?	
Note:	nil	–	no	evidence	of	literacy	knowledge	identified			 	
		 418	
Data	Analysis:	Current	Program	2014	-	PDHPE	2	[doc	3a]	Category	 Evidence	literacy	content	knowledge	 	literacy	curriculum	knowledge	 unit	will	be	taught	concurrently	with	Teaching	and	Curriculum	2	[doc	13a]	where	students	will	be	taught	to	integrate	each	of	the	Key	Learning	Areas	with	numeracy	and	literacy	literacy	pedagogical	knowledge	 Strategies	for	students	with	specific	literacy	difficulties,	e.g.	NESB	students	and	instructions,	procedures	and	rules.		Literacy	demands	for	interpreting	safety	and	warning	texts:	print	text	and	symbol	text	personal	literacy	knowledge	 Students’	literacy	skills	for	engaging	in	PDH	Literacy	demands	for	interpreting	safety	and	warning	texts	
Note:	nil	-	no	evidence	of	literacy	knowledge	identified			 	
		 419	
Data	Analysis:	Current	Program	2014	-	Mathematics	1	[doc	4a]	Category	 Evidence	literacy	content	knowledge	 demonstrate	increased	mathematical	understandings	through	explanation		Read	this	article	on	Questioning	in	the	Maths	classroom	:	Way	(2008).	Mathematical	metalanguage	The	language	of	Position	literacy	curriculum	knowledge	 	literacy	pedagogical	knowledge	 demonstrate	increased	mathematical	understandings	through	explanation	and	questioning	techniques	Read	this	article	on	Questioning	in	the	Maths	classroom	:	Way	(2008).			personal	literacy	knowledge	 demonstrate	increased	mathematical	understandings	through	explanation	and	questioning	techniques;	Read	this	article	on	Questioning	in	the	Maths	classroom	:	Way	(2008).	Mathematical	metalanguage	The	language	of	Position		Assessment	item:	Lesson	Planning	Assignment:	Working	Mathematically	processes-	key	questions;	use	of	the	metalanguage	of	mathematics		
Note:	nil	-	no	evidence	of	literacy	knowledge	identified		 	
		 420	
Data	Analysis:	Current	Program	2014	-	Mathematics	2	[doc	5a]	Category	 Evidence	literacy	content	knowledge	 Literacy	demands	of	mathematics:	Metalanguage;	maths	talk	into	maths	symbols;		Literacy	–	establishing	literacy	capacity	and	maths	language	demands	language/metalanguage	literacy	curriculum	knowledge	 	literacy	pedagogical	knowledge	 nit	of	work/Lesson	Sequence		Way,	J.	(2008).	Using	questioning	to	stimulate	mathematical	thinking:	personal	literacy	knowledge	 	
Note:	nil	-	no	evidence	of	literacy	knowledge	identified		 	
		 421	
Data	Analysis:	Current	Program	2014	-	Mathematics	2	examination	[doc	5b]	Category	 Evidence	literacy	content	knowledge	 	literacy	curriculum	knowledge	 	literacy	pedagogical	knowledge	 Questioning:	…outline	the	value	of	challenging	and	open-ended	questioning	in	the	Mathematics	classroom	personal	literacy	knowledge	 how	such	questioning	can	improve	mathematical	outcomes	for	students.	Give	examples	of	the	types	of	questions	that	Way	(2009)	suggests	for	each	of	her	4	categories	of	questioning	and	how	they	can	be	used	with	primary	students	
Note:	nil	-	no	evidence	of	literacy	knowledge	identified		 	
		 422	
Data	Analysis:	Current	Program	2014	-	HSIE	1	[doc	8a]	Category	 Evidence	literacy	content	knowledge	 	literacy	curriculum	knowledge	 significant	place	of	…	literacy	…	in	HSIE	demonstrate	the	importance	of	literacy,	information	and	technology	skills	in	HSIE	literacy	pedagogical	knowledge	 	personal	literacy	knowledge	 	
Note:	nil	-	no	evidence	of	literacy	knowledge	identified		 	
		 423	
Data	Analysis:	Current	Program	2014	-	HSIE	2	[doc	9a]	Category	 Evidence	literacy	content	knowledge	 	literacy	curriculum	knowledge	 historical	literacies	What	is	the	role	of	language	and	literacy	in	HSIE?	Identifying	and	planning	for	students	literacy	needs:	critical	reading;	ICT/global	education;	media	literacy;	place	of	text	types	Addressing	literacy	process	skills:	Selecting	information;	Deconstructing	information;	Re-constructing	information;	Presenting	information	literacy	pedagogical	knowledge	 assessment	item:	Literacy	link	–	web	quest:	Teachers	and	students	learn	with	and	learn	using	ICT:	to	present	a	critique	of	the	selected	web	quest	–	form,	appearance,	graphics,	content,	clarity	of	the	process,	scaffolding	the	process,	quality	of	resources,	rating.	personal	literacy	knowledge	 	
Note:	nil	-	no	evidence	of	literacy	knowledge	identified		 	
		 424	
Data	Analysis:	Current	Program	2014	-	Visual	Arts	1	[doc	10a]	Category	 Evidence	literacy	content	knowledge	 The	importance	of	visual	literacy	The	language	of	visual	arts-visual	literacy.	literacy	curriculum	knowledge	 Demonstrate	an	understanding	of	the	visual	arts	as	literacies	and	ways	of	knowing	and	how	they	relate	to	the	development	of	typical	stages	of	children’s	visual,	spatial	and	linguistic	awareness	literacy	pedagogical	knowledge	 Literacy	needs	for	engaging	in	visual	arts:	talking	the	visual	The	elements	of	visual	analysis	Explaining,	critiquing,	evaluating	and	opinion.		Visual	Diary	inclusions	personal	literacy	knowledge	 	
Note:	nil	-	no	evidence	of	literacy	knowledge	identified		 	
		 425	
Data	Analysis:	Current	Program	2014	-	Performing	Arts	[doc	11a]	Category	 Evidence	literacy	content	knowledge	 	literacy	curriculum	knowledge	 	literacy	pedagogical	knowledge	 	personal	literacy	knowledge	 demonstrate	acceptable	standards	of	communication	
Note:	nil	-	no	evidence	of	literacy	knowledge	identified		 	
		 426	
Data	Analysis:	Current	Program	2014	-	Teaching	and	Curriculum	1	[doc	12a]	Category	 Evidence	literacy	content	knowledge	 	literacy	curriculum	knowledge	 	literacy	pedagogical	knowledge	 Instructional	Modes:	Discussion	and	questioning;	Role	play	–	motivating	and	managing	discussion	groups;	roles;	Listening	to	students	talk;	how	to	respond	to	student	comments	and	questions.	personal	literacy	knowledge	 student	will	be	able	to	develop	their	oral	communication	and	presentation	skills	Communicating	Effectively:	Good	Communication	Practices;	Small	groups;	Cooperative	Learning;	Explaining;	Questioning	Principles;	Listening	Instructional	Modes:	Discussion	and	questioning;	Role	play	–	motivating	and	managing	discussion	groups;	roles;	Listening	to	students	talk;	how	to	respond	to	student	comments	and	questions.	
Note:	nil	-	no	evidence	of	literacy	knowledge	identified		 	
		 427	
Data	Analysis:	Current	Program	2014	-	Teaching	&	Curriculum	2	[13a]	Category	 Evidence	literacy	content	knowledge	 explored	ways	to	engender	clear	communication	literacy	curriculum	knowledge	 	literacy	pedagogical	knowledge	 Communicating	effectively	in	the	classroom	Effective	classroom	directions	personal	literacy	knowledge	 explored	ways	to	engender	clear	communication	Communicating	effectively	in	the	classroom	Effective	classroom	directions		Communicating	effectively	in	the	classroom	Effective	classroom	directions	
Note:	nil	-	no	evidence	of	literacy	knowledge	identified		 	
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Data	Analysis:	Current	Program	2014	-	Teaching	&	Curriculum	2	examination	[doc	13b]	Category	 Evidence	literacy	content	knowledge	 	literacy	curriculum	knowledge	 	literacy	pedagogical	knowledge	 	personal	literacy	knowledge	 Discuss	the	factors	that	facilitate	communication	between	parents	and	teachers.	Remember	to	support	your	answer	with	strategies	that	facilitate	positive	intercommunication.	
Note:	nil	-	no	evidence	of	literacy	knowledge	identified		 	
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Data	Analysis:	Current	Program	2014	-	Internship	[doc	15]	Category	 Evidence	literacy	content	knowledge	 	literacy	curriculum	knowledge	 	literacy	pedagogical	knowledge	 	personal	literacy	knowledge	 Communication	-	The	parent	meeting	assessment	item:	Written	job	application:	Prepare	a	job	application	for	a	teaching	position;	Accuracy	and	persuasiveness	of	accompanying	letter.	opening	paragraph	arouses	employer	interest,	states	relevant	details	including	interest	in	the	organisation,	name	of	job	applied	for	and	where	the	job	advert	was	found.	Middle	paragraphs	concisely	create	a	desire	for	employer	to	know	more,	points	out	achievements	and	qualifications	that	meet	the	job	description.	The	closing	paragraph	paves	the	way	for	an	interview	
Note:	nil	-	no	evidence	of	literacy	knowledge	identified		 	
		 430	
Data	Analysis:	Current	Program	2014	-	Classroom	management	1	[doc	16a]	Category	 Evidence	literacy	content	knowledge	 	literacy	curriculum	knowledge	 	literacy	pedagogical	knowledge	 	personal	literacy	knowledge	 communication	in	the	classroom	for	effective	teaching	and	preventing	behaviour	problems:	Giving	clear	directions	Cooperation	through	communication	Communication	skills	Roadblocks	to	effective	communication	
Note:	nil	-	no	evidence	of	literacy	knowledge	identified		 	
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Data	Analysis:	Current	Program	2014	-	Children’s	Development	and	Behaviour	[doc	17a]	Category	 Evidence	literacy	content	knowledge	 	literacy	curriculum	knowledge	 	literacy	pedagogical	knowledge	 	personal	literacy	knowledge	 communicating	to	solve	problems	clear	directions	communicating	with	parents		
Note:	nil	-	no	evidence	of	literacy	knowledge	identified		 	
		 432	
Data	Analysis:	Current	Program	2014	-	Special	Needs	[doc	19a]	Category	 Evidence	literacy	content	knowledge	 	literacy	curriculum	knowledge	 	literacy	pedagogical	knowledge	 Discuss	educational	implications	of	having	a	student	with	a	language	disorder	in	the	classroom	communication	differences	that	exist	in	modern	student-centred	classrooms	personal	literacy	knowledge	 	
Note:	nil	-	no	evidence	of	literacy	knowledge	identified		 	
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Data	Analysis:	Current	Program	2014	-	Early	Literacy	[doc.21a]	Category	 Evidence	literacy	content	knowledge	 Oral	language	–	using	language	for	a	wide	range	of	functions	Reading	for	comprehension	Phonological	awareness,	graphophonic	relationships	and	sight	words	Interactive	writing	Mulitliteracies	-	children’s	critical	and	analytic	resources	important	viewing	concepts	literacy	curriculum	knowledge	 description	develop	diversity	awareness	and	provide	insight	into	different	pathways	children	take	to	literacy	related	to	literacy	and	language	development	
rationale	appreciate	each	child’s	journey	as	they	encounter	a	range	of	multimodal	practices	that	constitute	literacy		apply	research-based	knowledge	of	literacy	practices	of	children	in	home,	community	and	prior-to-school	settings	The	4	resources/practices		model	–	Luke	and	Freebody	(1999)	How	have	perspectives	on	early	literacy	changed?	current	definitions	of	literacy	Emergent	Literacy	syllabus	documents	continuum	of	development:	classroom	routines;	Reading	aloud;	Shared	reading;	Guided	reading	
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Independent	reading	phases	of	early	reading	development	Sociodramatic	play	teacher’s	role:		developing	communication	skills,	literacy	learning,	literacy	props	continuum	of	development	–	children’s	and	writing	incorporating	writing	in	meaningful	and	authentic	ways	across	the	curriculum	Aboriginal	and	Torres	Strait	Islander	literacies	–	learning	styles	and	needs	Fellowes,	J.,	&	Oakley,	G.	(2010).	Language,	literacy	and	early	childhood	education.		
The	early	years	learning	framework	for	Australia.	
Australian	Curriculum:	English	literacy	pedagogical	knowledge	 learn	effective	communicative	strategies	for	supportive	interactions	in	early	childhood	care	and	education	contexts	and	critically	analyse	literacy	critically	analyse	literacy	practices	critically	discuss	recent	theory	and	research	in	literacy	learning	and	teaching	identify	challenges	to	a	number	of	historical	beliefs	identify	implications	for	program	planning	and	implementation	resources	and	strategies	to	support	and	facilitate	literacy	learning	The	4	resources/practices		model	–	Luke	and	Freebody	(1999)	Planning	learning	experiences	literature	and	reading	aloud	Practical	strategies	to	help	children	enjoy	and	respond	to	a	range	of	texts	
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Lesson	formats	Sociodramatic	play	Monitoring	literacy	behaviours	knowledge,	skills	and	dispositions	across	the	early	years	monitoring	and	assessment	information	to	evaluate	teaching	and	learning	Understanding,	recording	and	using	meaningful	data	ideas	to	integrate	technology	Your	language	and	literacy	program	-	key	principles;	toddlers,	preschoolers	and	for	children	in	the	first	years	of	formal	schooling	Emergent	multi-lingual	and	multiliterate	learners	Factors	influencing	how	children	learn	Aboriginal	and	Torres	Strait	Islander	literacies	–	learning	styles	and	needs	how	a	selection	of	quality	fiction	and	information	books	can	be	used	to	enhance	early	reading	experience	and	foster	a	range	of	literacy	skills	explain	what	is	meant	by	writing	as	socio-cultural	practice	–	in	your	response	give	some	examples	relevant	to	young	children’s	lives	to	support	your	explanation	and	include	reference	to	contemporary	theories	of	literacy	learning.	b.	select	four	appropriate	learning	experiences	or	teaching	strategies	that	you	might	use	in	your	class	to	highlight	or	focus	on:	personal	literacy	knowledge	 reveal	well	developed	personal	levels	of	literacy	competence	using	Australian	English	use	of	appropriate	literacy	and	communications	conventions	and	technologies	What	does	it	mean	to	be	literate	in	the	21st	century	
		 436	
	
Note:	nil	-	no	evidence	of	literacy	knowledge	identified		 	
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Data	Analysis:	Current	Program	2014	-	Examination	Early	Literacy	[doc	21b]	Category	 Evidence	literacy	content	knowledge	 Q3.	Explain	or	define	each	of	the	following	terms	and	give	an	example	with	each	one	of	a	practical	strategy	you	could	use	to	support	children’s	learning:	(a)	Concepts	of	print;		(b)	Rhyme;		(c)	Phonemic	awareness.			literacy	curriculum	knowledge	 Q1.	children’s	literacy	development	–	important	information	to	find	out	outline	three	different	authentic	assessment	techniques	to	collect	information	about	some	aspects	of	children’s	early	literacy	learning	and	development;	study	the	writing	sample	below	and	list	what	you	think	this	Kindergarten	child	knows	about	writing	(image:	scan	of	child’s	written	text	invented	spelling,	etc).		literacy	pedagogical	knowledge	 Q1.	children’s	literacy	development	–	important	information	to	find	out	outline	three	different	authentic	assessment	techniques	to	collect	information	about	some	aspects	of	children’s	early	literacy	learning	and	development;	study	the	writing	sample	below	and	list	what	you	think	this	Kindergarten	child	knows	about	writing	(image:	scan	of	child’s	written	text	invented	spelling,	etc).	Q2.	What	opportunities	does	sociodramatic	play	offer	for	teachers	to	support	all	aspects	of	literacy	learning?	You	can	use	examples	from	the	scenario	below	to	illustrate	some	of	the	ideas	you	put	forward.	
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Q2b.	Explain	what	a	teacher	might	do	over	the	next	few	days	to	scaffold	children’s	play	in	the	airport	scenario		[given]	Q3.	Explain	or	define	each	of	the	following	terms	and	give	an	example	with	each	one	of	a	practical	strategy	you	could	use	to	support	children’s	learning:	(a)	Concepts	of	print;		(b)	Rhyme;		(c)	Phonemic	awareness.	personal	literacy	knowledge	 	
Note:	nil	-	no	evidence	of	literacy	knowledge	identified		 	
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Data	Analysis:	Current	Program	2014	–	English	1	[doc.22a]	Category	 Evidence	literacy	content	knowledge	 Language	definitions	Cueing	systems	–	Semantic,	grammatical,	graphophonic	and	visual	information	comprehension:	questioning	–	literal,	inferential,	critical	and	creative;	predicting,		visualizing,	connecting	Literature:	children’s,	Australian,	fairy	tales,	critical	literacy;	literacy	and	digital	age,	picture	books,	teaching	grammar	Speaking	and	listening:	contingent	responses,	non-contingent	responses,	connection	with	reading;	strategies,	modeling,	games	writing:	teaching	in	context,	interactive	writing,	overview	of	text	types;	connection	with	reading;		literacy	curriculum	knowledge	 (Board	of	Studies	Syllabus)	strands	of	speaking,	listening,	reading	and	writing	nature	of	teaching	literacy	skills	within	Key	Learning	Area	English	(and)	across	the	curriculum.			reading	literacies:	diagnostic	assessment	audience,	context	and	purpose	Guided/Shared/Modelled/Independent	Reading	nature	of	literacy	acquisition	Language,	Literacy	and	Literature	curriculum	areas	socio-cultural	model	of	Reading:	Literacy	practices	–Code-breaker,	text	participant,	analyst	and	user	writing:	teaching	in	context,	interactive	writing,	overview	of	text	types;	connection	with	reading;	curriculum:	modeling,	joint	negotiation,	independent	construction;	reading/writing	sequence		
		 440	
literacy	pedagogical	knowledge	 nature	of	teaching	literacy	skills	within	Key	Learning	Area	English	(and)	across	the	curriculum.			reading	literacies:	diagnostic	assessment	Guided/Shared/Modelled/Independent	Reading	pedagogy	for	developing	discrete	reading	skills	teaching	of	planning	and	programming	for	English/literacy	learning	frameworks	and		literacy	strategies	reading	literacies:	diagnostic	assessment	diagnosis	of	children’s	skill	in	reading:	assessing	and	evaluating	oral	and	silent	reading	planning		effective	learning	experiences	assessment	and	monitoring	of	literacy	progress:	access	and	interpret	data		deconstruct,	plan	and	present	lesson	sequences	Literacy	practices	–	Code-breaker,	text	participant,	analyst	and	user	Shared	reading	strategies		Guided	reading	examples,	targeting	needs,	selecting	texts	Running	records:	taking/completing	procedure	Literature:	children’s,	Australian,	fairy	tales,	critical	literacy;	literacy	and	digital	age,	picture	books,	teaching	grammar	Speaking	and	listening:	contingent	responses,	non-contingent	responses,	connection	with	reading;	strategies,	modeling,	games	writing:	teaching	in	context,	interactive	writing,	overview	of	text	types;	connection	with	reading;	curriculum:	modeling,	joint	negotiation,	independent	construction;	reading/writing	sequence	
		 441	
shared	reading	lesson:	reading	strategies	diagnostic	testing:	running	record	practice		personal	literacy	knowledge	 Students’	own	competence	with	Australian	English:	parallel	study	of	grammar	across	various	levels	of	text	Language	definitions	personal	competence	with	Australian	English:	communicative,	knowledge,	understanding	personal	literacy	skills	help:	The	online	writing	lab	(OWL	
Note:	nil	-	no	evidence	of	literacy	knowledge	identified		 	
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Data	Analysis:	Current	Program	2014	–	Examination	English	1	[doc.	22b]	Category	 Evidence	literacy	content	knowledge	 	literacy	curriculum	knowledge	 Q4.	Discuss	the	importance	of	using	quality	children’s	literature	in	the	teaching	of	grammar.		literacy	pedagogical	knowledge	 Q1.	“I	define	reading	as	a	message-getting,	problem-solving	activity	which	increases	in	power	and	flexibility	the	more	it	is	practiced.”	(Clay,	1991,	p	6):	Explain	what	Marie	Clay	means	…	about	aspects	of	reading	and	how	it	might	be	effectively	taught	in	classrooms?	Explain	using	Stage	2	example.	Q2.	a)	Explain	the	following	reading	procedures:	Guided	Reading;	Modelled	Reading	b)	How	would	they	be	used	effectively	in	a	classroom	program?		Explain	using	Stage	2	examples.	Q3.	a)	Do	you	think	that	a	child’s	ability	to	speak	and	listen	effectively	can	be	developed	by	planned	oral	language	lessons	in	school?	…	reference	to	ideas	studied	in	this	unit,	as	well	as	research	and	theories	about	literacy	development.	Q4.	Discuss	the	importance	of	using	quality	children’s	literature	in	the	teaching	of	grammar.	personal	literacy	knowledge	 	
Note:	nil	-	no	evidence	of	literacy	knowledge	identified		 	
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Data	Analysis:	Current	Program	2014	–	English	2	[doc.23a]	Category	 Evidence	literacy	content	knowledge	 explore	children’s	literature			metalanguage	text-types	-	factual	and	fictional	texts	Critical	thinking	and	study	exercise	Critical	thinking	and	study	exercise	Explain	a	Text-type;	Explain	the	purpose,	audience	and	the	form	of	writing	writing:	teaching	in	context,	interactive	writing,	overview	of	text	types;	connection	with	reading;	curriculum:	modeling,	joint	negotiation	the	organisational	framework	and	language	features	of	the	text	form	choose	a	children’s	book	(fiction	or	non-fict;	ion)	pamphlet/brochure/newspaper/movie	review	that	is	relevant	to	your	text	form	literacy	curriculum	knowledge	 whole	language	and	cross	curriculum	approach	nature	of	planning	and	teaching	literacy	skills	across	the	curriculum	ching	and	learning	strategies	will	be	explored	with	a	particular	focus	on	the	Board	of	Studies	New	South	Wales,	K	–	6	Key	Learning	Area:	English	an	emphasis	on	children’s	literature	and	its	place	in	an	integrated	education	program.	familiarise	themselves	with	the	Board	of	Studies	New	South	Wales	K	–	6	Key	Learning	Area	of	English	and	…	associated	documentation	…	apply	these	in	planning	for	literacy	outcomes	from	Early	Stage	One	to	Stage	Three;use	the	documents	…	to	effectively	plan,	program,	monitor	and	assess;	
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explore	children’s	literature	[how]		it	can	be	used	to	promote	literacy	and	language	learning	across	all	learning	areas;	poems	preparing	and	planning	Programming	for	literacy:	Early	Stage	One	–	Beyond	Stage	Three	A	balanced	writing	program-	guided,	shared,	independent,	modelled,	interactive	BoS	syllabus:	units	of	work	with	literacy	embedded	show	a	link	between	teaching	writing	and	reading-	choose	a	children’s	book	(fiction	or	non-fict;	ion)	pamphlet/brochure/	newspaper/movie	review	that	is	relevant	to	your	text	form	literacy	pedagogical	knowledge	 teaching	and	learning	strategies	will	be	explored	with	a	particular	focus	on	the	Board	of	Studies	New	South	Wales,	K	–	6	Key	Learning	Area:	English.	explores	the	theories	and	practices	involved	in	facilitating	children’s	ability	to	attain	critical	literacy	skills,	…understanding	of	how	to	facilitate	the	development	of	children’s	language	through	shared	experiences	and	collaborative	activities,	planning	a	supportive	and	stimulating	language-rich	environment	extending	children’s	literacy	skills;	develop	children’s	abilities	to	critically	evaluate	a	diversity	of	texts	and	social	issues;	the	processes	for	monitoring	and	assessing	development	across	the	learning	area	English	Text-types:	Building	the	field,	Joint	construction,	Independent	writing	The	writing	process:	preparation	for	writing,	drafting,	proof-reading,	publishing,	(conferencing/feedback);	Curriculum	Model	(text-types)		Writing	Developmental	Continuum	Differentiating	Writing	programs	
		 445	
A	balanced	writing	program-	guided,	shared,	independent,	modelled,	interactive	BoS	syllabus:	units	of	work	with	literacy	embedded	assessment	item	1:	Explain	a	Text-type;	Explain	the	purpose,	audience	and	the	form	of	writing;	model	explicitly	how	you	would	teach	the	text	form	at	any	stage;	observe	&	interview	child;	design	a	rubric	to	assess	text;	lesson	plan	for	further	writing	work	with	the	child	personal	literacy	knowledge	 students	are	encouraged	to	reflect	on	their	personal	experiences	of	literacy	acquisition	text-types	-	factual	and	fictional	texts	metalanguage	personal	thoughts	about	writing	Critical	thinking	and	study	exercise		Critical	thinking	and	study	exercise	Think	and	Link	
Note:	nil	-	no	evidence	of	literacy	knowledge	identified		 	
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Data	Analysis:	Current	Program	2014	–	Examination	English	2	[doc.	23b]	Category	 Evidence	literacy	content	knowledge	 5	aspects	of	the	phonological	and	graphological	processes	Indicate	your	understanding	of	the	relationship	between	these	aspects	using	Stage	3	examples	literacy	curriculum	knowledge	 5	aspects	of	the	phonological	and	graphological	processes	Indicate	your	understanding	of	the	relationship	between	these	aspects	using	Stage	3	examples	Discuss	using	Stage	3:	“Knowledge	about	grammar	is	only	useful	if	students	use	it	to	read	and	write,	and	recognise	how	authors,	including	themselves,	can	use	language	to	make	meaning”.	(Rossbridge	and	Rushton,	2010)	Show	the	connection	between	the	Four	Resources	model	(Luke	and	Freebody	1999),	and	text	types	and	a	balanced	writing	program	literacy	pedagogical	knowledge	 spelling	-	integrated	teachin	personal	literacy	knowledge	 	
Note:	nil	-	no	evidence	of	literacy	knowledge	identified		 	
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Data	Analysis:	Current	Program	2014	–	New	Literacies	[doc.24a]	Category	 Evidence	literacy	content	knowledge	 what	it	means	to	be	literate	in	times	of	changing	social,	economic	and	political	contexts	impact	of	technologies	and	globalisation	on	current	notions	of	literacies	the	multiple	ways	meaning	is	made	in	the	21st	century	Modes	of	communication	semiotic	systems;	discourse	Multiple	literacies	Literacy	to	literacies?	How	did	this	happen?	Why	did	this	happen?	Me	and	semiotic	systems	Anstey	&	Bull	reflections;	My	literacy	profile	reading	comprehension:	New	London	Group	(1996)	p.	1-5s	Visual	literacy:	A	grammar	for	reading	still	images	-		codes,	convention		Working	with	the	grammar	of	still	images.	“Graphic	novels	in	the	English	curriculum”	guest	lecture	New	technologies	=	new	literacies	-	Multimodal	texts;	Linear	V	non-linear	text	Post-modern	literature:	Metafictive	devices;	Picture	books	as	learning	tools	Working	with	metafictive	devices	picture	books	Critical	literacy:	Traditional	reading;		Critical	reading;	Critical	literacy	Personal	literacy:	superfluous	capitals;	apostrophes;	subject/verb	agreement	visual	literacy	–	select	an	image;	analyse	the	image	using	codes	and	conventions	critical	literacy	task	–	select	a	text	for	primary	level;	Construct	a	set	of	guided	reading	questions	to	use	with	the	text	so	that	the	students	are	engaged	in	all	three	aspects	of	Andreotti’s	critical	literacy	model.				
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literacy	curriculum	knowledge	 describe	and	explain	traditional	notions	of	literacy;		distinguish	between	traditional	and	contemporary	views	of	literacies;		explain	how	contemporary	views	of	literacies	contribute	to	current	pedagogy;	Multiliteracies	pedagogy	-	Situated	practice;	Explicit	instruction;	Critical	framing;	Transformed	learning		traditional	pedagogy	Luke	&	Freebody:	Four	Resources	What	do	teachers	need	to	know		Cervetti	et	al	(2006	)	Multiple	literacies,	new	literacies	and	teacher	
education.	literacy	pedagogical	knowledge	 the	pedagogical	implications	of	multiple	ways	of	meaning	explain	how	contemporary	views	of	literacies	contribute	to	current	pedagogy	analyse	a	range	of	typical	teaching	and	learning	engagements	for	literacies	demands	and	teaching	strategies;	apply	a	pedagogy	of	multiliteracies	to	planning	and	implementing	learning	experiences	related	to	NSW	syllabus	and	curriculum	Multiliteracies	pedagogy	-	Situated	practice;	Explicit	instruction;	Critical	framing;	Transformed	learning		traditional	pedagogy	Luke	&	Freebody:	Four	Resources	Planning	for	multiliteracies:	Literacy	demands	of	school;	planning	examples;	Strategies	that	teachers	are	using	now.	Current	teacher	resources	and	how	to	use	them.	Part	2:	Traditional	pedagogy;	Part	3.	Contemporary	literacy	pedagogy	
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critical	literacy	task	–	select	a	text	for	primary	level;	Construct	a	set	of	guided	reading	questions	to	use	with	the	text	so	that	the	students	are	engaged	in	all	three	aspects	of	Andreotti’s	critical	literacy	model.			Anstey,	M.	and	Bull,	G.	(2006)	Teaching	and	Learning	Multiliteracies	personal	literacy	knowledge	 what	it	means	to	be	literate	in	times	of	changing	social,	economic	and	political	contexts	Definitions	and	understanding:	Traditional	notions	of	literacy;	How	am	I	literate?		How	to	do…	Traditional	reading;	Critical	reading;	Critical	literacy	What	do	teachers	need	to	know		Cervetti	et	al	(2006	)	Multiple	literacies,	new	literacies	and	teacher	
education.	Personal	literacy:	superfluous	capitals;	apostrophes;	subject/verb	agreement	visual	literacy	–	select	an	image;	analyse	the	image	using	codes	and	conventions	on	being	literate	in	the	C21st:	Part	1:	How	am	I	literate	in	the	21st	century?	critical	literacy	task	–	select	a	text	for	primary	level;	Construct	a	set	of	guided	reading	questions	to	use	with	the	text	so	that	the	students	are	engaged	in	all	three	aspects	of	Andreotti’s	critical	literacy	model.				
Note:	nil	-	no	evidence	of	literacy	knowledge	identified		 	
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Data	Analysis:	Current	Program	2014	–	Examination	New	Literacies	[doc.	24b]	Category	 Evidence	literacy	content	knowledge	 define,	giving	examples	for:	semiotic	system,	discourse,	pedagogy,	literate,	text,	grammar,	language,	metalanguage;	explain	difference:	literacy,	multiliteracies;	multimodal,	multimedia;	teacher	knowledge	required	to	work	with	visual	texts;	critical	literacy:	describe	capacities/competencies	of	a	critically	literate	person;	explain	inadequacies	of	traditional	literacy	skill	for	contemporary	society;	contemporary	literature	and	mutliliteracies	skills;	literacy	and	multimodal	texts:	explain,	give	examples	of	metafictive	devices	in	post-modern	picture	books	multimodal	texts:	explain	features	and	literacy	demands;	literacy	curriculum	knowledge	 	literacy	pedagogical	knowledge	 multiliteracies	pedagogies:	explain	reasons	for	changes	in	teaching	practices	from	traditional	literacy	pedagogy	and	multiliteracies	pedagogy;	analyse	literacy	demands	for	students	in	a	selected	key	learning	area;	identify	Andreotti’s	three	types	of	reading	in	a	sample	literacy	lesson;	literacy	and	multimodal	texts:	literacy	and	multimodal	texts:	explain,	give	examples	of	metafictive	devices	in	post-modern	picture	books	multimodal	texts:	explain	features	and	literacy	demands;	
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personal	literacy	knowledge	 define,	giving	examples	for:	semiotic	system,	discourse,	pedagogy,	literate,	text,	grammar,	language,	metalanguage;	explain	difference:	literacy,	multiliteracies;	multimodal,	multimedia;	critical	literacy:	describe	capacities/competencies	of	a	critically	literate	person;	explain	inadequacies	of	traditional	literacy	skill	for	contemporary	society;	contemporary	literature	and	mutliliteracies	skills;	
Note:	nil	-	no	evidence	of	literacy	knowledge	identified		 	
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Data	Analysis:	Current	Program	2014	–	Academic	Writing	[doc.	25]	Category	 Evidence	literacy	content	knowledge	 planning	and	drafting	essays:	exposition,	discussion	thesis	statement,	deductive	argument	essay,	paragraphs,	topic	sentence	conclusion,	paraphrase,	summarise	grammar,	punctuation	clause	types,	sentence	types	municative	functions:	narrating,	describing,	arguing,	explaining,	instructing	punctuation:	basic,	advanced	planning	an	argumentative	essay	text	cohesion:	pronoun	reference,	conjunction,	grammatical	Theme,	modality	colloquial	language	editing	and	proof-reading:	sentence	error	simple	sentence,	compound	sentence,	complex	sentence,	compound-complex	sentence,	independent	clause,	dependent	clause,	embedded	clause	in	a	word	group,	paragraph	topic	sentence	and	development/elaboration	pronoun	reference	cohesion,	modality,	advanced	punctuation	colon	and	semi-colon	literacy	curriculum	knowledge	 	
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literacy	pedagogical	knowledge	 	personal	literacy	knowledge	 basic	concepts	and	skills	necessary	to	write	effectively	for	academic	purposes	analysing	essay	topics	planning	and	drafting	essays:	exposition,	discussion	strategies	to	assist	with	academic	writing	assessment	–	one	piece	of	academic	writing	
outcomes	student	will	be	able	to:	formulate	thesis	statement,	deductive	argument	essay,	paragraphs,	topic	sentence	with	topic	and	controlling	idea,	academic	writing	structures,	conclusion,	paraphrase,	summarise,	and	reference	with	APA	referencing	style	
program	content	analyse	essay:	purpose,	staging,	grammar,	punctuation,	discipline	vocabulary,	academic	vocabulary	paraphrasing,	quoting,	summarizing,	plagiarising	referencing:	in-text	citations,	reference	list	citations	grammar	of	written	text:	text	level,	sentence	level,	clause	level	topics,	issues,	position	clause	types,	sentence	types	communicative	functions:	narrating,	describing,	arguing,	explaining,	instructing	punctuation:	basic,	advanced	planning	an	argumentative	essay	
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paragraphs:	generic,	argument,	citing	literature	text	cohesion:	pronoun	reference,	conjunction,	grammatical	Theme,	modality	sourcing	evidence:	online	database	searches	speech	and	writing:	linguistic	differences,	colloquial	language,	voice,	rhetoric	editing	and	proof-reading:	sentence	error,	waffle,	using	spellcheckers	
assessment	argumentative	essay	plan	,	complete	essay	annotations	(a)	structural	stages	for	exposition	or	discussion	(b)		grammar	features:	simple	sentence,	compound	sentence,	complex	sentence,	compound-complex	sentence,	independent	clause,	dependent	clause,	embedded	clause	in	a	word	group,	paragraph	topic	sentence	and	development/elaboration,	in-text	citation,	quotation,	text-level	conjunction	(connective),	pronoun	reference	(identify	the	pronoun	and	its	referent)	that	illustrates	cohesion,	modality,	advanced	punctuation	colon	and	semi-colon.	
Note:	nil	-	no	evidence	of	literacy	knowledge	identified		 	
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Data	Analysis:	Current	Program	2014	–	NESB	Education	[doc.	26a]	Category	 Evidence	literacy	content	knowledge	 application	of	current	theories	of	language	acquisition	to	the	teaching	of	English	as	a	second	language	understanding	of	the	nature	of	language	Writing:	Text	Types	&	Explicit	Teaching	literacy	curriculum	knowledge	 NSW	Board	of	Studies	Developed	Course:	English	as	a	Second	Language:	outcomes;	knowledge,	skills	and	understandings;	assessment.	National	Curriculum	EALD	Reading:	literature	and	comprehension	-	Balanced	literacy	program;	Critical	literacy	skills	Programming	for	ESL	learners:	Syllabus	Design	and	Adaptation	Psychological	factors	impacting	on	language	acquisition	Oral	language	Development	service	teachers	understand	theories	of	language	learning	and	teaching	and	the	socio-cultural	factors	which	influence	both	teachers	and	learners	in	contemporary	classrooms	literacy	pedagogical	knowledge	 application	of	current	theories	of	language	acquisition	to	the	teaching	of	English	as	a	second	language	students	learn	to	assess	the	language	needs	of	NESB	learners	reflect	constructively	on	their	own	teaching	practices	Using	multi-media	to	assist	in	listening	skills;	speaking	and	pronunciation	for	language	learners	teaching	and	learning	–	Teaching	Strategies	-	Speaking	&	Listening	–	expressive	and	receptive	interaction	games	Writing:	scaffolding	writing;	Curriculum	Cycle	–	Stages	of	Text	Construction	
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Reading:	differentiated	Instruction	-	Gibbons,	P.	(2002)	Scaffolding	Language,	Scaffolding	Learning:	
Teaching	Second	Language	Learners	in	the	Mainstream	Classroom	personal	literacy	knowledge	 	
Note:	nil	-	no	evidence	of	literacy	knowledge	identified		 	
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Data	Analysis:	Current	Program	2014	–	Examination	NESB	Education	[doc.	26b]	Category	 Evidence	literacy	content	knowledge	 	literacy	curriculum	knowledge	 What	is	the	rationale	behind	the	creation	of	the	ESL	Scales?	literacy	pedagogical	knowledge	 assess	an	ESL	student	upon	their	arrival	into	your	class	Describe	the	3	phases	into	which	ESL	students	can	generally	be	categorised	the	effective	use	of	classroom	dialogue	for	improving	learning?	Describe	the	phases	of	the	curriculum	cycle	for	teaching	writing.	In	what	ways	does	the	cycle	support	students	writing	competency?	How	can	the	ESL	Scales	be	of	assistance	to	you	as	a	classroom	teacher?	Define	comprehensible	input	List	and	describe	3	activities	that	would	be	considered	as	comprehensible	input	personal	literacy	knowledge	 		
Note:	nil	-	no	evidence	of	literacy	knowledge	identified		 	
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Data	Analysis:	Current	Program	2014	–	ICT	for	Teachers	[doc.	27]	Category	 Evidence	literacy	content	knowledge	 particular	focus	on	document	production,	web	management,	representing	data	visually	and	screen	presentations	opportunity	to	develop	personal	skills	in	the	use	of	a	range	of	personal	productivity	tools;	acquire	an	understanding	of	the	vocabulary	and	language	of	information	technology;	use	networked	systems	such	as	the	local	area	campus	network	and	the	Internet	know	about,	and	be	able	to	confidently	use	a	number	of	software	applications	required	to	demonstrate	familiarity	with	web-based	materials,	especially	those	with	a	teaching	application	produce	documents	for	print	and	screen	use	tools	that	visually	represent	text	and	can	enhance	thinking	and	learning	Online	mind	mapping		Digital	story	telling	The	power	of	photographic	images		Using	presentation	software	Designing	and	creating	an	online	screen	presentation		assessment	1:	mind	map	using	Inspiration	software;	What	makes	a	good	teacher?”	Use	the	note-card	function	to	briefly	describe;	Export	your	concept	map	to	a	Word	document;	oral	presentation;	oral	presentation	must	articulate	your	views	on	“What	makes	a	good	teacher?”.	
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assessment	2:	create	a	2-minute	digital	story	using	pictures	from	a	digital	camera,	scanned	images	or	saved	images	from	the	internet;	images,	and	music	and	words;	acknowledgment	of	all	sources	used	assessment	3:	Create	a	digital	presentation	using	Prezi.com	(or	similar	software)	on	a	current	educational	issue;	include	a	scanned	copy	or	part	of	a	journal	or	newspaper	article;	other	slides	should	discuss	the	implications	of	the	issue	on	teaching	and	learning	in	the	classroom;	present	s	as	if	you	were	addressing	teachers	in	a	professional	seminar	literacy	curriculum	knowledge	 an	introduction	to	information	and	communications	technology	understanding	of	email	in	an	educational	context	Place	of	ICT	in	teaching	and	learning		literacy	pedagogical	knowledge	 addresses	the	place	of	ICT	in	teaching	and	learning	efficient	practices	that	foster	interest	and	support	learning;	enabling	more	effective	intervention	in	literacy	learning	for	gifted	students	and	students	with	learning	difficulties	appreciation	of	ways	in	which	ICT	can	enhance	learning		personal	literacy	knowledge	
particular	focus	on	document	production,	web	management,	representing	data	visually	and	screen	presentations	opportunity	to	develop	personal	skills	in	the	use	of	a	range	of	personal	productivity	tools;	acquire	an	understanding	of	the	vocabulary	and	language	of	information	technology;	use	networked	systems	such	as	the	local	area	campus	network	and	the	Internet	know	about,	and	be	able	to	confidently	use	a	number	of	software	applications	
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required	to	demonstrate	familiarity	with	web-based	materials,	especially	those	with	a	teaching	application	Online	mind	mapping		Digital	story	telling	The	power	of	photographic	images		Using	presentation	software	Designing	and	creating	an	online	screen	presentation		assessment	1:	mind	map	using	Inspiration	software;	What	makes	a	good	teacher?”	Use	the	note-card	function	to	briefly	describe;	Export	your	concept	map	to	a	Word	document;	oral	presentation;	oral	presentation	must	articulate	your	views	on	“What	makes	a	good	teacher?”.	assessment	2:	create	a	2-minute	digital	story	using	pictures	from	a	digital	camera,	scanned	images	or	saved	images	from	the	internet;	images,	and	music	and	words;	acknowledgment	of	all	sources	used	assessment	3:	Create	a	digital	presentation	using	Prezi.com	(or	similar	software)	on	a	current	educational	issue;	include	a	scanned	copy	or	part	of	a	journal	or	newspaper	article;	other	slides	should	discuss	the	implications	of	the	issue	on	teaching	and	learning	in	the	classroom;	present	s	as	if	you	were	addressing	teachers	in	a	professional	seminar	
Note:	nil	-	no	evidence	of	literacy	knowledge	identified		 	
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Data	Analysis:	Current	Program	2014	–	ICT	Literacy	Skills	[doc.28]	Category	 Evidence	literacy	content	knowledge	 a	theoretical	background	and	hands-on	experience	in	dealing	with	the	many	kinds	of	information	resources	practise	critical	thinking	skills	to	improve	their	research	abilities	for	future	coursework	and	as	practising	teachers	the	organisation	of	information,	the	role	of	academic	libraries,	the	research	process,	evaluating	information	and	accessing	data	bases	students	learn	how	to	do	basic	library	research	links	strongly	to	ED	1112	in	the	areas	of	academic	writing,	critical	analysis	and	strategies	for	research	ED	1113	in	the	areas	of	information,	document	production	and	representing	data	accurately	
outcomes	locate	and	critically	evaluate	a	variety	of	information	resources;	understand	the	nature	of	scholarly	and	commercial	information;	formulate	search	terms	to	effectively	access	resources	using	databases	and	the	internet	literacy	curriculum	knowledge	 examine	the	role	of	information	in	today’s	society	literacy	pedagogical	knowledge	 understanding	and	practical	application	of	the	literacy	teaching	and	literacy	information	needs	of	learners	with	special	needs;	knowledge	backgrounds	of	students	and	how	these	factors	may	affect	learning	teaching	strategies	and	ICT	resources	and	other	technologies	to	foster	interest	and	support	learning;	
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personal	literacy	knowledge	 a	theoretical	background	and	hands-on	experience	in	dealing	with	the	many	kinds	of	information	resources	practise	critical	thinking	skills	to	improve	their	research	abilities	for	future	coursework	and	as	practising	teachers	students	learn	how	to	do	basic	library	research	links	strongly	to	Academic	Writing	in	the	areas	of	academic	writing,	critical	analysis	and	strategies	for	research	
ICT	Literacy	Skills	in	the	areas	of	information,	document	production	and	representing	data	accurately	
outcomes	locate	and	critically	evaluate	a	variety	of	information	resources;	understand	the	nature	of	scholarly	and	commercial	information;	formulate	search	terms	to	effectively	access	resources	using	databases	and	the	internet.	Reliability	of	information	:locate	different	documents	providing	information	on	a	chosen	topic	and	determine	which	information	is	the	most	reliable	Obtaining	reliable	information:	use	an	internet	search	engine	such	as	Google	to	identify	and	access	related	resources.	Assess	the	reliability	of	the	information	presented.	Boolean	searching:	find	the	answer	to	the	question.	Use	Boolean	techniques	to	expand	and	narrow	the	search	using	AND,	OR	and	NOT.	Reference	lists	and	bibliographies:	access	the	School	of	Education’s	Referencing	and	Style	Guide	and	will	practice	writing	in-text	citations	and	short	reference	list.	
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Finding	information	for	a	specific	purpose:	select	a	controversial/exotic/interesting	education	topic.	They	will	research	their	topic	and	present	their	finding	
Assessment	item:		critique	essay:	scaffolded	in	workshops,	peer	reviewed	before	final	submission:	critique	essay	assessment	task:	discover,	access,	analyse,	describe	and	evaluate	three	quality	general	information	resources	and	three	scholarly	information	resources	about	a	focal	educational	issue	–	critique	essay	structure:	introduction	should	summarise	this	issue	and	why	it	is	significant);	critiques	of	each	information	source	(where	located,	why	it’s	credible;	describe	and	evaluate	key	ideas,	conclusion	(discuss	the	relative	similarities	and	differences	between	the	six	information	sources	and	how	–	together	–	they	advance	the	focal	educational	issue.	
Note:	nil	–	no	evidence	of	literacy	knowledge	identified		 	
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Data	Analysis:	Current	Program	2014	–	ICT	and	Teaching	[doc.	29]	Category	 Evidence	literacy	content	knowledge	 a	range	of	applications		text	and	screen-based	materials	Internet	as	a	research	tool	Using	Twitter	Blogging	Wikis	Webquests	IWB	flipchart:	Erase	tool;	A	rub-and-reveal	activity	(Magic	Tool	multimedia	objects	A	simple	container	plus	sound;	A	bouncing	container	multimedia	blog:	elements	of	evaluating,	self-analysing,	contesting,	appraising	graphics/images;	Video	Clip,	online	Game	(ie.	Learning	Object),	Twitter	link	
Interactive	whiteboards	literacy	curriculum	knowledge	 	literacy	pedagogical	knowledge	 the	personal	skills	and	understanding	to	make	effective	use	of	learning	technologies	to	improve	learning	outcomes	for	their	students	technologies	(ICTs)	to	transform	the	learning/teaching	experience	discuss	issues	and	difficulties	involved	in	the	use	of	learning	technologies		
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relationship	between	effective	pedagogical	approaches	and	ICT	introduced	to	a	range	of	applications	and	will	produce	technology-based	teaching	resources	ICTs	as	learning	tools	as	well	as	teaching	tools;	effective	text	and	screen-based	materials	access	and	use	the	Internet	as	a	research	tool	create	simple	web-based	teaching	resources	Using	Twitter	in	this	course	Using	Twitter	in	teaching	and	learning	Blogging:	Enriching	your	blog	to	cater	for	learning	styles	-	Importing	multimedia	elements	into	your	blog;	Adding	reading	reflections	Blog	practice	–	weekly	250	word	blog	reflection	on	reading.	Wikis	-	role	in	e-learning;	Contributing	to	a	Wiki	Webquests	–	creating	a	short	term	WebQuest;	Importing	multimedia	elements	into	your	wiki	Wikis	-	role	in	e-learning;	Contributing	to	a	Wiki	Webquests	–	creating	a	short	term	WebQuest;	Importing	multimedia	elements	into	your	wiki	assessment	1:	prepare	a	lesson	using	IWB	flipchart:	A	simple	container	activity	and/or	Erase	tool;	A	rub-and-reveal	activity	(Magic	Tool);	Link	to	a	multimedia	object	(e.g.,	The	Learning	Federation);	A	simple	container	plus	sound;	A	bouncing	container	(optional	but	required	to	obtain	higher	grades	assessment	2:	multimedia	blog:	reflect	on	the	readings;	Descriptive	Reflection:	describing	what	has	been	seen,	heard	and	experienced;	Critical	Reflection:	elements	of	evaluating,	self-analysing,	contesting,	
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appraising	and	planning	for	the	future;	minimum	features:	selection	of	graphics/images;	Video	Clip,	online	Game	(ie.	Learning	Object),	Twitter	link	assessment	3:	Create	a	WebQuest	to	teach	a	sequence	of	3	x	45	minute	lessons	personal	literacy	knowledge	 effective	text	and	screen-based	materials	access	and	use	the	Internet	as	a	research	tool	create	simple	web-based	teaching	resources	Using	Twitter	in	this	course	Using	Twitter	in	teaching	and	learning	Blogging:	Enriching	your	blog	to	cater	for	learning	styles	-	Importing	multimedia	elements	into	your	blog;	Adding	reading	reflections	Blog	practice	–	weekly	250	word	blog	reflection	on	reading.	Wikis	-	role	in	e-learning;	Contributing	to	a	Wiki	Webquests	–	creating	a	short	term	WebQuest;	Importing	multimedia	elements	into	your	wiki	assessment	1:	prepare	a	lesson	using	IWB	flipchart:	A	simple	container	activity	and/or	Erase	tool;	A	rub-and-reveal	activity	(Magic	Tool);	Link	to	a	multimedia	object	(e.g.,	The	Learning	Federation);	A	simple	container	plus	sound;	A	bouncing	container	(optional	but	required	to	obtain	higher	grades	assessment	2:	multimedia	blog:	reflect	on	the	readings;	Descriptive	Reflection:	describing	what	has	been	seen,	heard	and	experienced;	Critical	Reflection:	elements	of	evaluating,	self-analysing,	contesting,	appraising	and	planning	for	the	future;	minimum	features:	selection	of	graphics/images;	Video	Clip,	online	Game	(ie.	Learning	Object),	Twitter	link	assessment	3:	Create	a	WebQuest	to	teach	a	sequence	of	3	x	45	minute	lessons	
		 467	
Note:	nil	–	no	evidence	of	literacy	knowledge	identified		
